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ABSTRACT
The effects of exposure to a post-secondary educational environment on attitudes 
and values was assessed utilizing a cross-sectional research design. Four hundred sixty 
two participants completed the Schwartz Value Survey and a social distance scale. Of 
these, 56 were first and second year undergraduates, 57 were third and fourth year 
undergraduates, 85 were masters level graduate students, 77 were doctoral level graduate 
students, 96 were non-tenured faculty and 91 were tenured faculty. It was hypothesized 
that students and entry level faculty would undergo a socialization process which would 
include changes in attitudes and values consistent with established tenured faculty. 
Oneway ANOVAs with Tukey’s Honestly Significant Difference test provided partial 
support for these hypotheses, indicating attitude and value differences among groups. It 
was also hypothesized that men and women would undergo a different developmental 
process in regard to attitudes and value change. Factorial 2X6 ANOVA was non­
significant, providing no support for this hypothesis. Regression analyses for each of the 
six groups were conducted to better understand the influence of values on the attitude of 
social distance. The value ‘conservation’ and ‘self-transcendence’ contributed 
significantly in the majority of the equations. Theories about attitude and value change, 
student development, and theories of socialization are reviewed. The results of this study 
seem to support previous research that suggests college does have a liberalizing effect on
xi
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students. Implications specific to the results of this research are examined, as are the 
limitations inherent in the research design. Although the present study helps clarify the 
values involved in the change process for this sample, the need for additional research is 
addressed.
xii
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CHAPTER I
INTRODUCTION
Statement o f the Problem and Purpose of the Study 
Throughout its history psychology has struggled to understand the nature of 
human behavior. Whether the aim is to predict, control, change or understand behavior, 
all major theories o f psychology have this one common thread. One way to think about 
developmental processes and human behavior is as an organizational system of values 
and attitudes. Although empirical research on directly observable causal relationships 
among values, attitudes and resulting behaviors has produced inconsistent findings, there 
is generally assumed to be a link between these three psychological constructs. 
Therefore, understanding these important concepts and how they interact contributes to 
the understanding of human behavior ( Ajzen, 1988; Allport, 1935; Cacioppo & Petty, 
1989; Deaux & Wrightsman, 1984; Eagley & Chaiken, 1993; Fishbein, 1967a; Meuller, 
1986; Rokeach, 1973; Rokeach & Ball-Rokeach, 1989; Thurstone, 1946).
A number o f theories attempt to describe the characteristics of values and 
attitudes. As with most psychological constructs, controversy exists as to the exact 
definitions, the processes responsible for development, and the relationships between 
values, attitudes, and behavior. However, it is generally recognized within the scientific 
and lay communities that these concepts are important for the individual and for society
1
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2(Allport, 1935; Dewey, 1939; Eagley & Chaiken, 1993; Feather, 1975, 1982, 1988; 
Mueller, 1986; Rokeach, 1973; Rokeach & Ball Rokeach, 1989; Schwartz, 1982, 1988; 
Thurston, 1928).
Psychology also has a long tradition of attempting to understand human 
development (Erickson, 1963, 1968; Freud, 1949; Gilligan, 1982; Kohlberg, 1964;
Piaget, 1928, 1952). Education is one of many factors responsible for developmental 
change. Research on the influence of education is typically focused on undergraduate 
education and its influence on individuals (Belenki Clinchy, Goldberger, & Tarule, 1986; 
Chickering, Pascarella and Terenzini, 1991; Perry, 1970). For example, Pascarella and 
Terenzini (1991) believe that reliable patterns of change occur for the college student, 
involving attitudinal, cognitive, psychosocial, and value formation and growth. 
Chickering and Reisser, (1993) suggest that the main purpose for higher education is 
basic human development. However, relatively little research addresses the 
developmental issues specific to undergraduate and graduate education. Furthermore, 
only a pittance of research looks specifically at the influence of education on values and 
attitudes.
Higher education may be conceptualized as a process of socialization (Bullis & 
Bach, 1989; Mokros, 1996; Wyche & Crosby, 1996). Cross-cultural, organizational and 
social psychology, blended with anthropological and sociological theories provide 
structure to study this process. By defining social environments as cultural in nature, the
jproduced with permission of the copyright owner. Further reproduction prohibited without permission.
3study o f acculturation, adaptation, and assimilation within these environments becomes 
possible.
In this paradigm, the academic community would be the dominant culture. As 
students progress through the university system and acquire more status within that 
culture, the theory presumes they become increasingly more similar to the individuals in 
the dominant group, the faculty. Therefore, to be successful within the academic 
community students adapt by developing not only similar intellectual information but 
also similar values and attitudes.
This project explores the overall effect of education on basic life values, and on 
attitudes toward various groups of individuals. Using a socialization model, it is 
hypothesized that values and attitudes will change as an individual proceeds through 
school and that this change will be in the direction of the values and attitudes held by the 
academic community. With higher levels of exposure to the dominant academic culture, 
an individual's values and attitudes will become increasingly more similar to the 
dominant culture. Thus, undergraduate students will report a different pattern of values 
and attitudes than will graduate students, and graduate students will report a different 
pattern o f values and attitudes than will faculty. It is expected that a linear transition in 
the development of values and attitudes will emerge: undergraduate students will report 
values least like those of tenured faculty; graduate students will report values and 
attitudes more similar to tenured faculty, relative to undergraduate students; and non- 
tenured faculty will report values and attitudes most like tenured faculty.
sproduced with permission of the copyright owner. Further reproduction prohibited without permission.
4It has been documented that females and males are socialized differently (Belenky 
et al., 1986; Gilligan 1982, Jordan, Kaplan, Miller, Striver, and Surrey, 1991). Therefore, 
using a socialization model o f education, it is hypothesized that female and male subjects 
will undergo a dissimilar change process regarding attitudes and values. Based on the 
assumption that most administrative personnel and tenured faculty who have obtained the 
rank of Full Professor are male, it is also hypothesized that at the beginning of the 
educational experience, female and male participants will have less similarity in their 
values and attitudes whereas at the end of the educational experience values and attitudes 
will be more comparable for female and male subjects. This shift in an individual's^ 
reported values and attitudes will reflect the movement o f both female and male subjects 
toward a dominant culture, which is, in part a predominately male culture.
Overview of the constructs
"Values" and "attitudes" are considered to be psychological constructs or 
hypothetical phenomenon inferred from their consequences rather than observed directly. 
Drawing upon observations and inferences, social scientists deduce information about 
mental states and mental processes (Eagley & Chaiken, 1993; Mueller, 1986). Although 
commonly used, the concepts of values and attitudes suggests different meanings 
depending upon the situation in which they are employed and the individual who is 
employing them. Accordingly, social scientists have yet to agree on precise definitions 
(Eagley & Chaiken, 1993; Mueller, 1986). However, to understand how these two 
constructs impact behavior, it is essential that consistency in meaning be applied.
produced with permission of the copyright owner. Further reproduction prohibited without permission.
5Value
The hypothetical construct "value" has produced a moderate amount of research 
within the scientific community. The attention and significance awarded to this construct 
is based in part on its wide applicability to other fields o f social science such as 
anthropology and sociology. However, due to its more abstract nature relative to the 
construct attitude, empirical research on values is still considered limited (Eagly & 
Chaiken, 1993; Mueller, 1986; Petty & Cacioppo, 1981; Rokeach & Ball-Rokeach,
1989). Research on values has been a central focus in social psychology since the
early twentieth century ( Mueller & Womhoff 1990; Rokeach, 1968). Dewey (1931) was 
the first researcher to distinguish between types of values. He identified two major 
divisions of values; the desired and the desirable. However, the first widely accepted 
definition of the construct was posited by KJuckholn (1951) who defined a value as "a 
conception...of the desirable" (pg.395).
Schwartz and Bilsky (1987) suggest the presence of five fundamental attributes 
commonly seen in most definitions of a value. The first basic feature involves the 
conceptualization of a value as concepts or beliefs. The second aspect suggests that a 
value is an end state o f existence, or a behavior which an individual desires. Another 
feature implies that a value goes beyond specific situations to encompass many different 
circumstances. A value is also defined as an aid in the selection and evaluation of 
objects, events, and behaviors. The final common attribute contained within most 
definitions of a value involves the assumption o f a value system and presupposes an
produced with permission of the copyright owner. Further reproduction prohibited without permission.
6ordering or structural scheme which involves a limited number of values organized 
around the importance o f each value for the individual.
Rokeach. Perhaps the most extensively developed definition and theory of the 
construct value was proposed by Rokeach (1968, 1973). He defines a value as "an 
enduring belief that a specific mode of conduct or end-state o f existence is personally or 
socially preferable to an opposite or converse mode of conduct or end-state of existence. 
A value system is an enduring organization of beliefs concerning preferable modes of 
conduct or end-state of existence along a continuum of relative importance" (pg. 5).
The complexity of this definition reflects the greater amount of attention given to 
this construct within the scientific community during the late 1960's and following 
decade. Rokeach (1969; 1973) distinguishes between modes of conduct and end states of 
existence. A mode of conduct is considered a specific means for achieving a goal that is 
both personally and socially preferable, for example, the value honesty. An end state of 
existence is considered a preferable end or life goal that is both personally and socially 
desired, for example, the value a world at peace. Within Rokeach's theoretical 
framework, modes of conduct are termed instrumental values and end states of existence 
are termed terminal values.
An important component in Rokeach's (1968, 1973) theory is the assumption that 
a value becomes internalized and is used as a standard for guiding behavior and 
developing attitudes. This aspect of his theory relies upon the formation of a value
produced with permission of the copyright owner. Further reproduction prohibited without permission.
7According to Rokeach's theory, when an individual interacts with her or his 
environment, the individual's value system is activated. The activation o f the value 
system typically involves more than one value, and may often activate values that are in 
conflict with one another. For instance, a person may need to choose between acting 
honestly, which may compromise the end state of a world at peace. This conflict may be 
between instrumental and terminal values, or it may exist between two or more 
instrumental values or two or more terminal values. In attempting to resolve these 
conflicts, the individual makes choices for action, thus drawing on the value system to 
guide behavior and cognition.
Rokeach (1968, 1973) allows for the influence of social, cultural and political 
factors in the development of a person's value system. He specifically describes a value 
as something used by an individual to influence others. In addition, he characterizes a 
value as a conceptualization of a psychological object that is both personally and socially 
preferable (Rokeach, 1973). Thus, his theory suggests values are transmitted from one 
generation to the next. In giving credit to this sociocultural aspect, Rokeach incorporates 
both personality factors and environmental factors in the development o f  values and a 
value system. He is therefore able to explain both commonalities and differences in 
values between and within individuals.
system. A value systems is defined as a learned organization o f standards used by an
individual to determine behavioral and cognitive action.
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8The major motivational component to Rokeach's (1968, 1973) theory involves a 
desire for consistency. Like other balance theories, Rokeach assumes that an individual 
will strive for a balanced state of existence. However, he conceptualizes consistency as 
primarily involving harmony within an individual's sense of self-esteem. When personal 
values are congruent with one's concept of self, consistency is maintained and self-esteem 
is enhanced. Consistency within a person's logical or cognitive processes takes a 
secondary role to the enhancement or maintenance of self-esteem.
To better understand the characteristics of a value, Rokeach (1968, 1973) 
delineates basic aspects o f the construct. For instance, a value is considered to be 
enduring, relatively stable, yet malleable within the value system. A value is also 
considered a specific type of belief that is conceptualized as prescriptive or proscriptive. 
Furthermore, a value is considered to be both a ‘preference’ and a belief that something is 
‘preferable.’
The distinction between personal preference and the concept of the preferable has 
been debated throughout the history of research on values (Mueller and Laquerre, 1991) 
and deserves further clarification. Theorist have typically conceptualized values as 
qualitatively different from personal preferences. The discriminating factor involves the 
difference between what an individual believes they ought to do (or have) verses what an 
individual wants or desires. The distinction is viewed as an obligation to others versus an 
obligation to self. For example, an individual may feel he or she ought to go to a class 
reunion (the preferable) despite the fact that he or she does not really have any interest in
sproduced with permission of the copyright owner. Further reproduction prohibited without permission.
going (personal preference). In this example, the individual values self more highly than 
social expectations.
Within the theoretical framework that Rokeach (1968; 1973) proposes, values are 
distinguished from other psychological concepts. For instance, values are differentiated 
from social norms in that values are generally more applicable across situations, are more 
personal and internal in nature, and are perceived to be goal directed as conceptualized by 
terminal values. In addition values are also differentiated from needs. Rokeach suggests 
that values possess attributes beyond those ascribed to a need. He views values as 
cognitive representations of individual, societal, and institutional demands in both a 
psychological and sociological sense. Personality traits are also distinguished from 
values primarily on the grounds that a trait is conceptualized as a fixed personality 
characteristic while values are seen as malleable.
An important distinction is also made between a value and an interest. Rokeach 
(1968; 1973) acknowledges that interests may serve many similar functions as a value. 
However, while an interest is regarded as a more narrow concept, a value is regarded as 
more abstract and central to the individual. For instance, whereas a value is defined as an 
idealized behavioral pattern or life goal, it would be hard to define an interest in a similar 
fashion.
Finally, a value is differentiated from an attitude by a number of distinct 
characteristics. The seven outlined by Rokeach (1973) are: 1) an attitude consists of 
several beliefs while a value refers to one specific belief; 2) an attitude is centered on a
9
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distinct object or situation while a value applies across objects and situations; 3) an 
attitude is not defined as a standard while a value is; 4) an individual is usually estimated 
to have a large number of attitudes while the number of values is considered limited; 5) 
an attitude is conceptualized as filling a more peripheral role within an individual's 
personality and cognitive organization relative to a value; 6) an attitude is not considered 
to have as direct a link to behavior as does a value and is therefore not as motivationally 
dynamic; 7) an attitude is not directly related to adjustment, self-actualization, or ego 
defenses while a value is considered directly related to these concepts.
A vast amount of research has been conducted utilizing both Rokeach's theoretical 
foundation and the Rokeach Value Survey, an instrument developed by Rokeach to better 
understand value organization (Ball-Rokeach, Rokeach & Grube, 1984; Rokeach, 1979). 
Changes in values and value systems have been reportedly consistent with Belief System 
Theory and self-confrontational methods (Ball-Rokeach, Rokeach, & Grube, 1984). In 
addition, longitudinal studies have found stability o f values across generations as 
conceptualized by Rokeach (Rokeach, 1973; Rokeach and Ball-Rokeach, 1989; Simmons 
and Penn, 1993). The Rokeach Value Survey (RVS) has been used to facilitate further 
understanding o f value structure (Feather and Peay, 1975; Mueller and Womhoff, 1984; 
Rokeach, 1973; Schwartz, 1990; Shrum and McCarty; 1992) and the influence of values 
in relationship to other psychological constructs (Darmody, 1991; Feather, 1988a;
Feather, 1988b; Gaziel and Horrowitz-Fedor, 1989; Killeen & McCarrey, 1986; Miethe, 
1985; Parish, Rosenblatt, and Kappes, 1980).
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An important aspect of Rokeach's (1985) theory focuses on the potential for 
change in an individual's belief system, value system and attitude structure. Relying on 
his fundamental assumption that beliefs and values are intrinsically connected to self­
esteem, Rokeach (1985) proposes a self-confrontational method to induce change. He 
suggests that by supplying individuals with personally relevant information in a private 
context, ego-defense mechanisms are circumvented. By circumventing these defenses, 
change is easier and more likely to happen.
The self-confrontational method involves presenting an individual with important 
information about the self. According to Rokeach (1985), this can be done via computer, 
television, or face to face. The information about the self leads the individual to 
experience a sense of satisfaction or dissatisfaction depending on the congruence o f the 
information with her or his own self-concept and self-esteem. If self-satisfaction is 
experienced, the individual is affirmed and stability of the belief system, values, and 
behavior are further established. If however, the person experiences dissatisfaction with 
the self, change in the belief and value systems will be initiated.
Rokeach (1985) conceptualizes the self-confrontation as similar to a self- 
educational process, with the most important aspect being the personal relevance o f the 
information. This suggests that the transfer of information is possible within the
classroom setting. Research by Lundy and Rokeach (1979) has demonstrated that self-
\
confrontation significantly effects academic performance. In their research, students 
supplied with personally relevant information and feedback at the beginning of a course
produced with permission of the copyright owner. Further reproduction prohibited without permission.
12
participated more in class discussions, received higher grades, reported the information 
obtained from class as more applicable to their lives, and scored higher on knowledge 
based tests at a six month follow-up exam. In addition, Rokeach (1985) proposes that 
such change might also occur on a personality level. Extension of his theory into the 
classroom implies the possibility of education profoundly impacting personality 
structures.
The interaction o f values with personality structures has also been investigated. 
Fumham (1984) utilized the Eysenck Personality Questionnaire (EPQ) and the RVS, 
hypothesizing that individuals defined as extroverts on the EPQ would give a higher 
ranking to an exciting life and a comfortable life relative to introverts. In addition, it was 
hypothesized that participants identified as neurotic by the EPQ would give a higher 
ranking to self-respect, friendship, harmony, and a world at peace. Results confirmed the 
hypothesis, suggesting that personality variables correlate with terminal values on the 
RVS. Other research (Rim, 1970a; Rim, 1970b; Rim, 1982; Rokeach 1973) has also 
shown differences in the value system of individuals based on various personality 
variables such as dogmatism, authoritarianism, locus of control, and self-monitoring.
Rokeach's (1973, 1985) Belief System Theory and the relationships found among 
values on the RVS and personality variables suggests the possibility of individual change 
through a self-confrontation. On close examination, similarities between Cognitive 
Theory and Belief System Theory become apparent. In conducting a theoretical 
comparison of the two theories, Quackenbush (1989) noted parallels as well as the
^produced with permission of the copyright owner. Further reproduction prohibited without permission.
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differences in these two perspectives. Within the context of cognitive theory, a major 
focus involves challenging distorted thought content and the assumptions underlying the 
cognition. Ellis (1984) and Beck (1976), for example, suggest direct confrontation of 
"irrational Beliefs." The model of self-confrontation posited by Rokeach (1985) employs 
a similar technique. However, as Quackenbush (1989) points out, Belief System Theory 
is more encompassing as a theoretical model, employing, for instance, a motivational 
component rather than focusing exclusively on the thought process. The largest 
discrepancy between the two theories involves the assumptions governing change in the 
self. Whereas Rokeach emphasizes increases in self-esteem, Cognitive Theorists tend to 
emphasize acceptance of the individual as he or she is.
Despite similarities to the more widely accepted Cognitive Theory, and research 
supporting the assumptions on which Belief System operates, some have challenged the 
validity o f Rokeach's theory (Khan, 1984; Serow and Taylor, 1990). In addition, there 
has been criticism of the RVS as a means for measuring the value construct (Feather, 
1988a; Miethe, 1985), most of which centers on the ipsitive nature of the RVS created by 
the rank ordering procedure.
One of the problems associated with the measurement and study of values is the 
complexity of the construct. Hague (1993), in a study utilizing the RVS, had subjects not 
only rank order the values but also explain the reasons behind the ranking systems. The 
results produced a variety of concerns focusing on a few basic themes: difficulty with the 
number o f values to be ranked; inability to distinguish relative importance between
sproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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similarly ranked values; apprehension regarding the transient nature o f values; and 
confusion about whether to base the rankings on how they perceived themselves to be, 
how they viewed their idealized selves, or how they viewed an idealized other.
Based on these results, Hague (1993) cautions against assuming that rank ordering 
values necessarily produces a hierarchy of values. Hague suggests that the relationship 
between a value and value systems not be conceptualized as linear. Instead, Hague 
proposes a heterarchy approach, which recognizes the relative nature o f value priority 
based on such notions as time and context.
A related issue involves the possibility of clusters or dimensions o f values. 
Although Rokeach (1968, 1973) investigated the idea of value domains he concluded that 
the 36 values outlined on the RVS could not be safely reduced to a smaller number of 
value clusters. However, Feather and Peay (1975) obtained different results after 
conducting factor analyses on the RVS from 548 subjects. They determined the solutions 
obtained meet the necessary criteria for dimensional scaling. The appeal of such an 
approach to the study of values centers on the use o f a more limited number of 
dimensions in relationship to other psychological constructs, creating more clarity in 
statistical analyses.
Feather. Other major theorists in the values literature have employed the RVS 
while modifying the basic theoretical approach to understanding values. Feather (1988d) 
applies an expectancy-value model to his conceptualization o f value organization and 
function. His definition of a value as slightly different from that of Rokeach. Feather
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(1975, 1982, 1986) defines values as: "organized summaries o f experience that capture 
the focal, abstracted qualities of past encounters, that have a normative or oughtness 
quality about them, and that function as criteria or frameworks against which present 
experiences can be tested...and can function as general motives (Feather, 1982, p.275)."
As can be seen in this definition, Feather (1975, 1982, 1986, 1988a) assumes a 
relationship between values and normative criteria which involves an aspect of goodness- 
badness relative to a set o f beliefs. This relationship leads to a functional and conceptual 
overlap in the definition of needs and values. Based on this evaluative component and 
the acknowledged overlap, Feather (1975, 1988a) endorses the differentiation between 
the desired (preferred) and the desirable (preferable) discussed previously.
Operating within this theoretical framework, Feather (1988b, 1988c) suggests that 
both needs and values reside in the same general class of motives. As such, they impact 
an individual's subjective definition of an experience or object. This impact on the 
individual is defined as valence or subjective value. The valence which is produced by 
needs and values can be either positive, inducing attraction, or negative, inducing 
aversion. Thus, the valence feature of values and needs becomes indirectly linked to the 
affective system.
The final step in his theoretical sequence involves the cognitive-affective 
appraisal associated with both the possible actions an individual may take and the 
potential outcome of those actions. The actions and their consequences become linked to 
either positive or negative affect. Therefore anticipation of positive or negative affect
15
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becomes linked to cognitive appraisal which in turn influences motivational states. Put 
more simply, the expectation that an individual experiences within a situation is related to 
both the actions taken and the subjective value ascribed to the outcome of the action. 
Research involving this model of value function has confirmed the basic premise of the 
expectancy-value model (Feather, 1988a, 1988b, 1988c)
Schwartz. Calling for a universal structure of values, Schwartz (Schwartz, 1990; 
Schwartz and Bilsky, 1987; Schwartz and Bilsky, 1990) also modifies and integrates 
Rokeach's theory and inventory o f values into his own assumptions. He defines values as 
"people's conceptions of the goals that serve as guiding principles in their lives" 
(Schwartz, 1990 pg. 142). He further describes values as serving a function beyond 
specific situations. In addition, Schwartz (1990) views values as expressions not only of 
the interests of an individual but also the interests of groups to which the individual 
belongs. Like Rokeach, Schwartz suggests that there are a limited number of'values.' 
However, he proposes that values combine to form motivational domains that are also 
finite in number.
Schwartz (1990) relies on a set of assumptions to support his claim that values 
belong to motivational domains. He assumes that values are cognitive representations of 
fundamental human conditions. The conditions are proposed to be universal, and they 
consist o f three different divisions: "biologically based needs of the organism, social 
interactional requirements for interpersonal coordination, and social institutional demands 
for group welfare and survival" (Schwartz and Bilsky, 1987, p. 551). These universal
16
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requirements are formulated into individual needs, social interactions, and institutional 
demands which, in turn, create the motivational concerns expressed as values.
Based on his theoretical research Schwartz (1992, 1995) identifies ten value types: 
Hedonism, achievement, self-direction, social power, stimulation, prosocialism, 
restrictive conformity, security, tradition, and maturity. He further divides these value 
types into two basic bipolar dimensions: openness to change as opposed to conservation 
and self-transcendence as opposed to self-enhancement. His theory of universal value 
domains has been supported in cross-cultural study conducted in Australia, Finland, 
Germany, Hong Kong, Israel, Spain, and the United States (Feather, 1995; Sagiv & 
Schwartz, 1995; Schwartz, 1992; Schwartz and Bilsky, 1990; Schwartz &  Sagiv, 1995). 
Attitudes
Research on attitudes, attitude formation and attitude change also has a long 
tradition within the field of social psychology (Eagly &. Chaiken, 1993; Mueller, 1986). 
Beginning in the 1920's, research leading to the development of theories, the empirical 
investigation of components, and the measurement of the attitude construct has expanded 
dramatically (Eagly & Chaiken, 1993).
Like the construct "value," the construct "attitude" is typically viewed as difficult, 
if not impossible, to define precisely. The vast amount of scientific work produced on the 
topic, combined with the more common, every day uses of the word, makes the 
possibility of a specific, discrete, universal definition elusive within the field o f social 
science (Eagly & Chaiken, 1993; Olson & Zarina, 1993). Despite the difficulty in
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developing a universal definition, there is general consensus with regard to the evaluative 
nature of attitudes. The majority of definitions, therefore, incorporate the concept of 
affect that is positive or negative toward an object (Mueller, 1986).
Thurstone (1928) is given credit by many as first to popularize the measurement 
of attitudes, the first step toward creating a psychological construct. In 1946 he defining 
an attitude as "the intensity of positive or negative affect for or against a psychological 
object" (p. 39). In stating this definition he provides the beginnings of an operational 
definition (Mueller, 1986).
Allport (1935) is also credited with being a central figure in research on the 
development and investigation of attitudes. Indeed, he suggests that the formulation of 
the attitude construct is perhaps the most fundamental and unique concept in social 
psychology. Seen as more comprehensive than just an evaluative reaction, Allport (1935) 
J defines an attitude as "a mental and neural state of readiness, organized through
experience, exerting a directive or dynamic influence upon the individual's response to all 
objects and situations with which it is related" (p.810).
Perhaps some o f the confusion with regard to the definition of the construct 
"attitude" is related to the similarities this construct has with various other psychological 
concepts. For example, specific types o f attitudes are often delineated from the more 
over-arching definition of an attitude. Social scientists commonly define prejudice as 
attitudes toward minority groups; interpersonal attraction as attitudes toward a specific
18
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person; and self-esteem as attitudes toward one's self (Eagley and Chaiken, 1993). The 
importance o f these related constructs emphasizes the need for research in this area.
Other types of psychological concepts might also be confused with the attitude 
construct. The concept o f a trait is often viewed in terms of attitudes. However, traits are 
more inclusive and broad based in regard to the number of stimuli used to infer them and 
in the number o f stimuli responses associated with them. Conversely, an attitude is only 
associated with the evaluative stimuli and response. Thus, the more narrowly defined 
concept of attitude, based exclusively on inferences regarding evaluation, supplies a 
degree of distinction to this concept (Eagley and Chaiken, 1993).
Eagly and Chaiken. The most widely held definition to date is provided by Eagly 
and Chaiken (1993) and defines attitude as "a psychological tendency that is expressed by 
evaluating a particular entity with some degree o f favor or disfavor” (p. I ). According to 
Eagly & Chaiken's (1993) definition, a psychological tendency denotes the internal state 
an individual experiences; a type of bias which predisposes a person to respond in a 
particular evaluative manner. This internal state may be transient or may identify a more 
long lasting, stable internal state.
The second component to this definition, evaluation, refers to the evaluative 
responses that may or may not be elicited by the object. The responses include all 
possible affective, cognitive and behavioral actions and may be either overt or covert. 
More basic, evaluation refers to responses that convey approval or disapproval, liking or 
disliking, and so forth.
19
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Psychological tendencies and associated evaluative responses may differ in 
valence, which incorporates the idea of strength. Valence may further be divided into 
intensity and extremity. Tendencies and evaluative responses also differ in direction. 
Finally, valence and direction may interact within a given attitude. Thus it is most typical 
for researchers to represent attitudes as lying on a bipolar continuum that is anchored on 
one end in a very positive extreme and on the other end in a very negative extreme (Eagly 
& Chaiken, 1993).
Eagly & Chaiken's (1993) theoretical formulation suggests that an attitude does 
not develop until a person responds to an object in an evaluative way, either overtly or 
covertly. The response is then internalized as a psychological tendency, resulting in a 
predisposing response bias. Once this response bias is internalized, an attitude is 
presumed to have formed regarding the object. It is assumed that representations of the 
attitude may then be stored in memory as a type of knowledge structure (for instance a 
schema) or as an associative network (Eagly & Chaiken, 1993; Olson & Zanna, 1993).
Research and theory (Eagly & Chaiken, 1993) suggest evaluative responses may 
be divided into three general classes; affective, behavioral, and cognitive. Affective 
evaluative responses include feelings, emotions, and moods that an individual 
experiences when encountering an attitude object. The affective classification also 
contains activity o f the sympathetic nervous system. Behavioral evaluative responses 
incorporate the overt actions generated by exposure to the attitudinal object. Also 
contained within this classification are an individual's intentions to act. Finally, cognitive
20
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evaluative responses are comprised of the thoughts and ideas an individual has regarding 
the attitude object. Often defined as a belief, these thoughts and ideas include not only 
overt expressions, but also covert responses associated with the object (Eagley and 
Chaiken, 1993).
Eagly & Chaiken (1993) also propose that the antecedents and consequences of 
attitudes encompass these three domains. Attitudes may produce responses that are 
affective, expressed as liking or not liking an object; behavioral, expressed as an action 
toward the object; or cognitive, expressed as the ascription of some attribute to the object. 
It is important to note, however, that these three domains are not necessarily components 
of every attitude. An attitude toward an object may consist of any one of these alone or 
of all three in some combination (Eagley and Chaiken, 1993; Olson & Zanna, 1993). 
Theories on the development o f attitudes and attitude change.
There are a vast number of theories regarding the development and function of 
attitudes as well as the processes involved in attitude change (Eagly & Chaiken, 1993). 
Katz (1960) provides a theoretical framework for classifying attitudes based on their 
function. In his taxonomy, attitudes are cataloged into one of four functions which 
illustrate the motivational influence of the attitude. These four functions are: The 
instrumental, adjustive, or utilitarian function; the ego-defensive function; the value- 
expressive function; and the knowledge function.
The adjustive function is based on a paradigm similar to that on which behavioral 
learning principles rest. The basic premise is built upon the assumption that individuals
21
produced with permission of the copyright owner. Further reproduction prohibited without permission.
22
will attempt to maximize rewards and minimize penalties. Individuals thus develop 
positive attitudes toward objects which enable them to obtain rewards and negative 
attitudes toward objects associated with negative outcomes. The term adjustive is used to 
signify the role of these attitudes in achieving a specific goal or avoiding an undesirable 
one.
The ego-defensive function incorporates the concepts posited by Freudian and 
neo-Freudian theorists. Katz (1960) describes the purpose o f these attitudes as defending 
an individual's self-image and/or protecting the ego from threatening impulses or 
information. For example, a person may feel superior to a minority group in order to 
cover up core feelings o f insecurity. These defensive attitudes are fundamentally 
different from adjustive attitudes in that they originate from within the individual. The 
object to which the attitude is directed does not have any immediate connection to an 
experience, but is simply an available outlet for threatening feelings.
Attitudes that function to promote positive expression of core values and 
enhancement o f self-image are termed value-expressive functions (Katz, 1960). The 
expression of attitudes congruent with a person's beliefs and values aid in the 
establishment of a stable self-identity through conformation of the person's self-perceived 
image. In addition, value-expressive attitudes can serve as ideals to shape an individual 
and aid in life direction.
The final function that an attitude may serve is one o f knowledge acquisition.
Katz (1960) defines the knowledge function by its ability to supply meaning and order to
iproduced with permission of the copyright owner. Further reproduction prohibited without permission.
23
an otherwise confusing and incomprehensible reality. He suggests that individuals 
require standards or 'frames of reference' to organize and interpret the world in which 
they live. Attitudes are one source for these standards. Attitudes that serve the 
knowledge function not only supply meaning but are also characterized as changeable 
and growth enhancing. Thus when information is encountered that is inconsistent with 
the current attitude structure, modification and reorganization can take place.
Cognitive Theories. One provocative contemporary theory describes attitudes in 
terms of associative networks. Fazio (1986) adapts cognitive models developed to 
understand memory to define attitudes in terms of an association between an object and 
an evaluation. In associative network terms, a concept or node is both the attitude object 
and the positive or negative evaluation. When the attitude is stored in long-term memory, 
an associative link is believed to have formed between the object and the evaluation. As 
explained by Eagly and Chaiken (1993) "an attitude is a proposition stored in the same 
form in which other propositions are stored and presumably following the same laws of 
memory that other propositions follow" (p.102).
An important implication of this theory is the assumption that, as in memory, the 
links between nodes within an associative network are strengthened when the linked 
nodes are activated. In addition, activation of linked nodes is believed to spread, causing 
other linked nodes to activate as well. This suggests that activation of one attitude may 
lead to activation of strongly held attitudes that are linked to similar beliefs and which 
may then be retrieved into awareness (Eagly & Chaiken, 1993; Olson and Zanna, 1993).
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Another body of research focuses on the effect of analyzing reason on attitudes. 
For instance, when subjects are asked to explain why they feel the way they do, there is 
often at least a temporary attitude change (Eagly & Chaiken, 1993; Hodges & Wilson; 
Olson & Zanna, 1993). This finding is consistent with Bern's (1972) self-perception 
theory which suggests that people caught in ambiguous situations where internal cues are 
weak will infer information based on overt external behavior. Thus when an individual is 
asked to explain or provide a reasonable explanation for an attitude he or she holds, the 
individual will draw on external cues (behavior) to explain the internal ambiguity. If the 
attitude is inconsistent with the external cue a possible attitude change might occur. In 
addition, the attitude change will be somewhat contingent on the extent to which the 
individual believes the reasons given (external cue) accurately reflects the internal state.
However, Hodges and Wilson (1993) propose the hypothesis that attitude 
accessibility is a moderating factor on the effect of analyzing reason on attitude change. 
They suggest that individuals with highly accessible attitudes are less likely to use reason 
as a basis for their attitudes and thus experience less attitude change when asked to 
explain the reason for their attitudes. The basic premise for the moderating effect of 
accessibility is the suggestion that more accessible attitudes have been stored in memory, 
so are easily activated and exert more influence on evaluation than analytical reason. In 
other words, accessible attitudes are more salient and therefore less likely to change with 
reasoning.
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To test the hypothesis, Hodges & Wilson (1993) conducted interviews assessing 
peoples’ attitudes toward Ronald Reagan. Each subject's attitude was first assessed by 
completing an attitude accessibility test via the computer. Accessibility was defined by 
response time. Several weeks later, subjects were telephoned and once more attitudes 
toward Ronald Reagan were assessed. Half the subjects were asked to give reasons for 
their attitude, the other half were not.
Results indicate that accessibility does have a moderating effect on the impact of 
analyzing reason on the stability o f attitudes. Subjects with less accessible attitudes had a 
significant decrease on attitude stability when asked to analyze reasons for the attitude, 
while subjects with more accessible attitudes showed no significant effect. This research 
suggests that, "People with inaccessible attitudes changed their attitudes after thinking 
about reasons, whereas people with accessible attitudes did not" (p.36l).
Some theorists propose that the way an individual perceives an event is influenced 
by the cognitive structures held by that individual; the schemes, scripts, and attitudes 
which provide an interpretive framework o f the social environment (Houston & Fazio, 
1989). The evaluative nature o f attitudes in particular help to provide information to a 
potentially ambiguous situation. By so doing, attitudes may provide biased 
interpretations and thus prime individuals to see, think, or feel in a certain way (Houston 
& Fazio, 1989).
The possibility that attitudes bias processing is proposed by Fazio (1986) in his 
attitude-to-behavior process model. As stated previously, Fazio conceptualizes an
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attitude as a simple memory association between an object and an evaluation. He 
suggests that the strength o f the association may vary and that the stronger the association 
the more highly accessible the attitude.
Given that attitudes bias perception, the logical conclusion is that stronger 
association leads to selective processing of information. In other words the stronger the 
association between the object and the evaluation (the stronger one's attitude toward the 
object) the more likely the association (attitude) is to be activated, and the more likely the 
result will lead to selective information processing. This selective attention may lead to a 
preference for attitude consistent evaluation and judgement of information (Fazio, 1986).
Houston & Fazio (1989) conducted research looking at the bias processing effect 
of accessibility on attitudinal information. In their two part experiment, subjects were 
first presented with 15 current public issues on a computer screen and told to rate each 
issue on a five point favorability scale. Response latency was recorded and used as a 
measure of accessibility of the attitude toward each issue. Subjects were then presented 
with a description and critique of a study that investigated one of the 15 issues on the list 
(capital punishment). After reading each summary subjects were asked to evaluate the 
study with regard to how well conducted the study appeared to be and how convincing 
the conclusions were.
Analysis of the data produced significant positive correlations suggesting that the 
more favorable the attitude to begin with, the more likely the subjects were to endorse 
favorable information in judging the descriptive study. In addition, Houston and Fazio
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(1989) found stronger correlations among those with high-accessible attitudes, as defined 
by response time to the original presentation o f the material. Based on this research, they 
suggest that "relatively accessible attitudes can reinforce themselves through selective, 
attitude-influenced processing o f relevant information" (p.64).
Behavioral Theories. Attitude formation may also be conceptualized in terms of 
both operant and classical conditioning. Theories based on operant conditioning are 
founded on Skinner's (1938) concept of verbal learning and are governed by the principle 
of reinforcement, specifically social reinforcement.
A classic study by Hildum & Brown (1956) involved subjects who were contacted 
by phone and asked a series of questions regarding a local university's policies. Subject 
were divided into two groups, with one group receiving reinforcement for expressing 
positive attitudes and the other group receiving reinforcement for expressing negative 
attitudes. The two groups were further divided, with half being reinforced with the word 
"good" and the other half being reinforced with the utterance "mm-hmm". Results 
demonstrated an increase in the responses conditioned with the word "good" but not with 
"mm-hmm" suggesting the effect of operant conditioning.
A variety of mediating factors have been used to explain these and similar results. 
Awareness of the response contingency, demand characteristics, and the possibility of 
higher-order cognitive conditioning effects have all been proposed. However, the operant 
conditioning paradigm remains a viable option to understanding attitude formation (Eagly 
& Chaiken, 1993; Olson & Zanna, 1993).
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Classical conditioning has also been applied to the development of attitudes. 
Staats (1969) has suggested that an individual is conditioned to the words "good" and 
"bad" through repeated pairing with unconditioned stimuli such as physical punishment. 
In Staats' conceptualization, the unconditioned stimuli consistently elicit either positive or 
negative reactions in the individual resulting in first-order conditioning to the words 
"good" and "bad". These two words then become the unconditioned stimuli to other 
objects, resulting in higher-order conditioning of attitudes.
The concept of attitude formation based on mere exposure has also been 
investigated, specifically as related to persuasion, consumer behavior, social interaction 
and prejudice (Eagly & Chaiken, 1993). Studies on persuasion have focused on the 
repetition of the message (Cacioppo & Petty, 1989), whereas attraction research tends to 
focus on frequency of exposures heightening interpersonal appeal (Berscheid, 1985).
With regard to frequency of exposure, Zajonc (1968) suggests that repeated 
exposure to an object will increase the likelihood of developing a positive attitude toward 
the object. In a classic study o f this hypothesis, he exposed subjects to a set of stimuli 
presented at differing frequencies. The stimuli consisted of either nonsense words, 
fictional "Chinese" characters, or yearbook photographs. Each set contained 12 objects 
presented for two seconds each. The number of exposures ranged form 25 times to no 
exposure of the stimulus objects. Subjects were told they would be tested on the ability 
to pronounce the foreign word, Ieam a foreign character or remember a visual image.
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After presentation of the stimuli the attitudes of the subjects toward the objects 
were assessed by rating how "good" they believed the meaning of each nonsense word 
was, how good the "Chinese" character was or how much they liked the person in the 
picture. Findings indicate that positive attitudes did increase with repeated expose to the 
stimulus.
Replication o f Zajonc's (1968) research has provided consistent results. In 1989, 
Bomstein conducted a meta-analysis involving more than 200 studies investigating the 
mere exposure phenomenon. He concluded that the effect was not only highly replicable 
but also robust. Through this meta-analysis Bomstein (1989) was able to identify some 
potential moderating factors. He found, for instance, that enhancement o f attitudes tends 
to plateau after 10 to 20 presentations, that the effect was smaller with limited over more 
long-term exposure, and that long-term delay between exposures to the object had a 
larger effect than short-term delays.
Student Development
Human development is often conceptualized in terms of processes. Although not 
universally accepted, most theories o f personality consist of various stages an individual 
must successfully navigate to reach healthy adulthood. Psychodynamic personality 
theory formulated by Freud (1949) is one well known example. Suggesting that an 
individual must overcome specific conflicts associated with five psychosexual stages, 
Freud posits that without proper resolution of each stage psychopathology in personality 
formation will result.
produced with permission of the copyright owner. Further reproduction prohibited without permission.
The tendency to view development in terms of developmental stages implies 
certain basic characteristics. These key features of developmental theories are the 
assertion that during a particular stage one type of issue will dominate, the belief that 
there is a fixed order of development that must be maintained for healthy development, 
the supposition that all stages must be experienced, and the assumption that resolution of 
one stage will impact resolution of future stages. Piaget’s (1928, 1952) concept of 
cognitive development, Kohlberg's (1964) concept of moral development, and Erikson's 
(1963, 1968) concept of psychosocial development are all well known examples. 
Although all of these theories deal with different aspects of an individual's functioning, 
the underlying suppositions of developmental stages is consistent.
A variety of different developmental theories are usually employed when 
attempting to conceptualize student development. Pascarella and Terenzini (1991) 
suggest an organizational design for categorizing these various theories. Using four 
broad divisions, they propose the following categories: Psychosocial theories, cognitive 
theories, topology theories, and person-environment theories.
Psychosocial theories incorporate the concept of developmental stages. The 
stages and/or theories usually involve changes and modifications in diverse areas of 
functioning such as interpersonal relationships, thought processes, and feelings and 
behavior. Examples of theories that would be appropriately categorized as psychosocial 
are Chickering's (1969) student development theory, W. Cross's (1971) black identity 
formation, Erickson's (1963) psychosocial theory, Josselson's (1987) female identity
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development, and Marcia's (1965, 1966) ego identity model (Chickering and Reisser, 
1993; Pascarella and Terenzini, 1991).
Cognitive theories focus more specifically on changes within the thought process. 
In addition, these theories look at the effect cognition and cognitive change have on other 
aspects of an individual such as moral or ethical development. In Pascarella and 
Terenzini's (1991) organizational system, these cognitive theories are also conceptualized 
as developmental. Theories classified in this category include Belenky, et. al (1986) 
theory of women's epistemological growth, Gilligan’s (1982) model of moral 
development, Kohlberg's (1969) moral development theory, Loevinger's (1976) ego 
development theory, and Perry's (1970) theory of intellectual and ethical development 
(Chickering and Reisser, 1993; Pascarella and Terenzini, 1991).
Topology theories are somewhat different from the preceding two categories in 
that they are not generally considered developmental in nature. The defining 
characteristic of theories within this category is the focus on a specific aspect or 
characteristic o f an individual. How the individual characteristic effects personal 
experience is central to the model. Such models or theories may focus on learning styles, 
socioeconomic background, or temperament. Examples of theories within this category 
include K.. P. Cross's (1981) sociodemographic work, Keirsey and Bate's (1978) work on 
temperament and Myers' (1987) work on Myers-Briggs topology (Chickering and 
Reisser, 1993; Pascarella and Terenzini, 1991).
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The final category is person-environment interaction theories. Like topology 
theories, person-environment interaction theories are not considered developmental 
theories, but focus specifically on how environment affects behavior and individual 
characteristics. The basic premise for such theories rests on the assumption that students 
perceive the same environment differently depending on the individual student's personal 
development. Theories classified in this category include Banning and Kaiser's (1974) 
campus ecology theory, Holland's (1966, 1985) Theory of person and work 
environments, and Moos' (1976, 1979) perceptual model (Chickering and Reisser, 1993; 
Pascarella and Terenzini, 1991).
In an attempt to recognize and incorporate these different perspectives into one 
theoretical formulation, Chickering and Reisser (1993) extend Chickering’s (1969) earlier 
work into a more comprehensive model of student identity formation. Calling for 
"nothing less than human development, in all its complexity and orneriness, as the 
unifying purpose for higher education" (p.XV) Chickering and Reisser (1993) expand on 
the previous theory to create a more comprehensive and detailed formulation of 
adolescent and adult maturation. Their theory, considered developmental in nature, 
focuses specifically on the influence o f higher education and the stages individuals 
experience during college years (Chickering and Reisser, 1993; Reisser, 1995). 
Chickering and Reisser
In recognition of the increasing diversity in higher education, Chickering and 
Reisser (1993) propose a broad-based humanistic theory of student development.
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Relying on the concept o f vectors, which by definition imply magnitude and direction, 
they suggest that growth of human potential, not merely intellectual refinement, occur 
during college years. Through a combination of both empirical research and theoretical 
supposition Chickering and Reisser (1993) define seven vectors that "describe major 
highways for journeying toward individuation" (p. 35). The seven vectors are identified 
as: developing competence, managing emotions, moving through autonomy toward 
interdependence, developing mature interpersonal relationships, establishing identity, 
developing purpose, and developing integrity. Each vector is traversed through the 
repetition of commonly documented college experiences: "gaining competence and self- 
awareness, learning control and flexibility, balancing intimacy with freedom, finding 
one's voice or vocation, refining beliefs, and making commitments" (p. 35).
Different from most developmental models, Chickering and Reisser's (1993) 
suggest that students move through the vectors in a unique and individual way.
Movement is not specific to a crisis resolution, or connected to a particular age. Unlike 
other sequential stage theories, Chickering and Reisser (1993) do not adhere strictly to a 
linear model. Students develop from lower to higher levels, but may either accidentally, 
or intentionally, return to a previous level for further growth. They propose that by 
returning to, and enriching certain fundamental steps, a firmer foundation for additional 
development is created. Therefore movement through each vector involves a transition of 
sorts from  one level (i.e. little control over emotions) to a higher level (i.e. flexible 
control over, and suitable expression of, emotions).
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The first vector, developing competence, consists o f three aspects of self. The 
first, intellectual competence, is integral to the educational process. Primarily consisting 
of the acquisition and refinement of skills necessary to analyze, comprehend, and 
synthesize information, intellectual development also involves mastering content. The 
second type of competence, termed physical and manual competence, involves the 
creation of tangible products and the development of physical fitness, strength, and self- 
discipline. The focus of this competence area is on athletic and artistic achievement. The 
final type of competence, interpersonal competence, entails such skills as effective 
communication, active listening, and cooperation. In addition, it involves mastering the 
ability to empathize with others, and balance the needs of the group with one's own 
personal agenda.
The second vector is titled managing emotions. College students customarily 
experience a wide range of emotions. Typically, college is the first time a young adult 
lives outside the parental home. Non-traditional students, on the other hand, are faced 
with interacting and competing with individuals not usually part of their peer group. The 
vast majority of students encounter such feelings as depression, anxiety, boredom, fear, 
and longing. The initial task for the college student is to acknowledge and accept the 
feelings. The next step in this process involves learning to balance self-expression with 
self-control. Also fundamental to this developmental process is identification of positive 
feelings such as wonder, relief, and yearning. With positive feelings, the goal is directed
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toward recognition of individual boundaries, balancing self-assertive tendencies with 
aggressiveness, and forming healthy bonds with the larger social group.
Moving through autonomy toward interdependence is the third vector. This 
involves a three step process o f first developing emotional independence, instrumental 
independence, after which interdependence is recognized and incorporated into 
personality functioning. Chickering and Reisser (1993) define emotional independence 
as an attenuating need for support, reassurance, and approval. Steps toward emotional 
independence begin when the individual leaves the parental home and culminate in a 
willingness to jeopardize the loss of status or friendship by adhering to one's own 
convictions.
Instrumental independence is defined very differently than emotional 
independence. It involves the development of skills necessary to independently analyze 
information, organize activities, and problem solve. Equally important to this process is 
the formation of self volition. Once instrumental independence has developed, the 
student is not only able to determine what actions to take within a given situation, but is 
also able to take those actions.
As the student develops greater autonomy, an understanding of interdependence is 
achieved. Interdependence, according to Chickering and Reisser (1993), involves 
"respecting the autonomy of others and looking for ways to give and take with an ever- 
expanding circle of friends." (pg. 48). It is during this stage that students redefine 
relationships with peers and family members. With this awareness, a concomitant desire
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for equal and reciprocal relationships develop. Eventually, the student moves toward 
expansion o f interpersonal awareness and incorporates the perspective of the community 
and society.
The fourth vector is titled Developing mature interpersonal relationships. 
Chickening and Reisser (1993) emphasize an aspect o f student development within 
relationships, which involves tolerance o f differences, appreciation of diversity, and the 
capacity for intimacy. During movement through this vector, students discard 
stereotypes, bias, and conventional wisdom in favor o f respect for people as individuals. 
Additionally, the ability to form intimate relationships, based on honesty and acceptance 
of both personal flaws and strengths, is enhanced. This capacity for intimacy involves a 
shift from dependency or dominance to a preference for equality and interdependence.
The fifth vector, perhaps the most multi-faceted, is termed establishing identity. It 
involves seven features: "(1) comfort with body and appearance, (2) comfort with gender 
and sexual orientation, (3) sense o f self in a social, historical, and cultural context, (4) 
clarification o f self-concept through roles and life-style, (5) sense of self in response to 
feedback from valued others, (6) self-acceptance and self-esteem, and (7) personal 
stability and integration." (pg. 49). As a student moves through these different 
challenges, an ever growing sense of self, or /  emerges. This awareness of self 
encompasses an affirmation o f ethnicity, an exploration and clarification of religious and 
cultural traditions, an acceptance of sexual identity, and the achievement of appropriate
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and comfortable social roles at work and at play. Along with the development of self, a 
parallel acceptance of the self as a capable and worthwhile individual evolves.
The next vector consists of an exploration of personal potential and is termed 
developing purpose. The dynamic features of this vector involve the development and 
refinement o f life goals. These goals incorporate three major areas of a student's life; 
vocation, personal interests, and family commitment. Vocation, within this theoretical 
model, is used in its broadest sense and goes beyond a surface level interest in a specific 
career field. The other two components of this vector, personal interest and family 
commitment, are intertwined with vocation. Thus, developing purpose entails the 
creation of a balanced life plan based on an understanding of personal abilities and the 
clarification o f values.
The final vector outlined by Chickering and Reisser (1993) is termed developing 
integrity. Again, there are three stages to this process that are conceptualized as 
sequential but overlapping. All three involve a focus on values and the interaction of 
values with social behavior. They are: "(1) humanizing values - shifting away from 
automatic application of uncompromising beliefs and using principled thinking in 
balancing one's own self-interest with the interests of one's fellow human beings, (2) 
personal values - consciously affirming core values and beliefs while respecting other 
points o f view, and (3) developing congruence - matching personal values with socially 
responsible behavior." (p. 51).
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Expansion of this model makes manifest the complexity and variety of areas in 
which growth occurs during the college experience. Through acceptance of the premise 
that higher education impacts all aspects of an individual’s growth, a parallel 
responsibility exists for those who work in an academic environment. This responsibility 
includes a commitment to understanding both the positive and negative ways in which the 
present educational system effects student development.
Changes in Values and Attitude Throughout College Years 
Based on the developmental model of student growth proposed by Chickering and 
Reiser (1993), changes in values and attitudes should occur throughout higher education. 
Limited empirical research into the topic o f value and attitude change has been 
conducted. The research that does exist, focuses primarily on undergraduate students and 
those seeking technical or professional degrees. An even more limited body of research 
can be found which highlights tire formation of values and attitudes during adolescence. 
Values
There is widespread recognition that adolescence is a time of immense personal 
growth. McCandless (1970) suggests four major areas of adjustment particularly relevant 
to the adolescent: "status, sociality, sexuality, and values" (pg. 644). Despite the 
acknowledgment that the formation of values is vital to the maturing adolescent, this area 
of growth is often overshadowed in the literature by the three other developmental 
spheres (Beech & Scape, 1974).
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In an attempt to understand the development o f values in adolescents, Beech and 
Scape (1974) conducted a study that looked at the difference in value systems between 
children in the fifth, seventh, ninth, and eleventh grades. Three hundred ninety six boys 
and 343 girls enrolled in the New York City public school system completed the Rokeach 
Value Survey (RVS). Analyses of the results demonstrated a relatively stable body of 
values across age groups. The values 'a world at peace', 'freedom', 'honestly', and 'loving' 
received a high ranking for each group of students whereas, 'salvation', 'logical', and 
'imaginative' received low ranking for each group. Two notable exception in the ranking 
of values were found; younger students ranked 'family security' more highly while older 
students ranked 'equality' and 'social recognition' more highly.
Gender differences were also investigated by Beech and Scape (1974). They 
found that "there are twice as many changes in the terminal values across grades for the 
females as for the males. This seems to reflect the more unitary theme of developing 
achievement motivation for the males in contrast to the duality of themes of achievement 
and the stereotyped cultural sex role of the wife-mother for the females" (pg. 655). 
Examination of the instrumental values produced an approximately equal number of 
value change across age and gender groups.
Often, research relevant to value formation among adolescents is studied in 
relationship to other developmental processes, such as cognitive or moral development. 
For instance, Darmody (1991) investigated the relationship between formal reasoning, as 
defined by Piaget (1928; 1952), and value development and preference in secondary
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school children. He administered a test of formal reasoning and the RVS to 448 high 
school student. The mean age of the students was 16.25 years. No information was 
provided regarding the sex of the subjects. Factor analysis o f the RVS revealed four 
factors for both the instrumental and terminal value lists. These factors were then 
analyzed with the formal reasoning categories using an analysis o f variance model.
Statistically significant results were obtained on the factors derived from the 
terminal values. Students with higher formal reasoning scores showed stronger 
endorsement o f altruistic values and values suggestive o f the ability to delay gratification. 
In addition, Darmondy (1991) found that subjects who scored higher on formal reasoning 
ranked hedonistic pleasures, immediate gratification, and personal achievement lower 
than did subjects in the medium or low formal reasoning category.
Analyses of the four factors obtained from the instrumental values and level of 
formal.reasoning also produced statistically significant results. It was found that those 
students scoring higher on formal reasoning demonstrated stronger endorsement of values 
associated with self-reliance and competence and values associated with being 
independent. However, students with lower scores on formal reasoning ranked virtuous 
or approved and adherence to social norms statistically lower than did those with higher 
formal reasoning scores.
The results o f this study suggest that value ranking does change with development 
of cognitive ability as defined by the Piagetian (1928, 1952) concept of formal reasoning.
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Darmondy (1991) indicates that "such results support a view o f adolescence which links 
the development of values and attitudes to the growth of cognitive structures" (pg. 741).
The relationship between moral development and value formation in adolescents 
has also been investigated. Arguing that value preference and moral judgement are both 
connected to an individual's socialization, Feather (1988) examined the relationship 
between values and moral reasoning in a sample of 133 high school students. All 
participants were enrolled in the eleventh grade in a public Australian high school. The 
sample consisted of 65 male subjects and 68 female subjects, with a mean age for the 
entire group o f 15.77 years.
The subjects were administered the Defining Issues Test (DIT), derived from the 
theoretical formulation of moral reasoning developed by Kohlberg. They were also 
administered the Rokeach Value Survey. In addition, a measure of general conservatism, 
regarded as a universal dimension of social attitudes, was obtained via the Conservatism 
Scale. Product moment correlational analyses revealed a statistically significant positive 
relationship between higher levels of moral reasoning as defined by the DIT and values 
involving harmony, reason, and tolerance. Feather (1988) also found a statistically 
significant negative relationship between higher levels of moral reasoning and values 
involving deference to authority and rules of conduct.
Results obtained from this study also produced an overlap between the values 
associated with stage four moral reasoning and general conservativeness. Again, the 
Conservatism Scale was used as a measure of social attitudes, and by extension, provided
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a rough measure of socialization. The overlap of values associated with stage four moral 
reasoning and general conservatism was not complete however, suggesting that the two 
concepts are not identical. Thus, these findings lend support to the suggestion that values 
and moral reasoning are related to the socialization process that occurs as adolescents 
mature.
There is a somewhat larger body of research looking at the development of values 
in college students. Conventional wisdom suggests that college has a liberalizing effect 
on values. Empirical support (Feldman & Newcomb, 1969; Funk & Willits, 1987; Hoge, 
Luna, & Miller, 1981; Scher, 1987) has been found for the belief in value changes 
throughout higher education.
Linder (1989) studied the importance of values among undergraduate and 
graduate students enrolled in a teacher education program. He administered the Rokeach 
i Value Survey to 46 students after which he interviewed them in a small group setting.
The purpose o f the interview was to aid in clarifying the meaning of each value for the 
student and to assess the significance of the value to that student.
Differences were found in value ranking between undergraduate and graduate 
students among the terminal values. The two values ranked most frequently among the 
top four values within the undergraduate sample were 'self-respect' and 'family security' 
whereas the two values for graduate students were 'self-respect' and 'honest'. Interview 
data suggested that the importance of'self-respect' for both samples of students 
exemplified "an expressed need for more self-esteem in their lives" (pg.6). Linder (1989)
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proposes these findings support previous research that people place higher value on 
concepts they perceive as important and relevant to them, but which they are currently 
lacking (Ball-Rokeach, 1984; Fumham, 1984; Linder, Londoner, & Bauer, 1985). By 
inference, this suggests that value priorities are a motivational force for students 
throughout their educational career (Linder, 1989).
Research has also been conducted on changes in value priorities as a function of 
age. Linder, Londoner, and Bauer (1985) studied the relationship between values, locus 
of control, and age. Their sample consisted of 413 undergraduate and graduate students. 
The age range was 18 to 50 years old. Subjects were asked to complete a locus of control 
scale and the RVS. Two-way analysis of variance produced significant differences in the 
ranking of'a  sense of accomplishment', 'family security', 'national security', and 'true 
friendship' among terminal values. 'Capable' and 'imaginative' were ranked significantly 
different among the instrumental values. Again these finding support the idea that values 
change with maturation.
In an attempt to focus specifically on the link between academic course 
matriculation and change in values, Portowitz, Rimmerman, Tal, and Landesman (1986) 
conducted a longitudinal study of 24 rehabilitation workers. All subjects were enrolled in 
a year long training course. The RVS was administered at the beginning and at the 
conclusion of the class.
Analysis of the data produced significant results among both the instrumental and 
terminal values. 'Polite,' 'helpful,' and 'clean' increased in importance while 'truthful,'
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'obedient,' and 'self control' decreased in importance. Among terminal values 'wisdom,' 
'self-respect,' 'equality,' and 'a sense o f accomplishment' increased in importance while 'a 
world at peace,' 'mature love,' 'national security,' and 'an exciting life' decreased in 
importance. Portowitz et al. (1986) suggest that the shift in values is consistent with an 
elevation in the importance o f values relevant to personal growth and a corresponding 
decline in more socially meaningful values.
A similar but more comprehensive longitudinal study was conducted by Scher 
(1987). Using both a larger sample and covering a longer duration, Scher administered 
the RVS to entering first-year students, graduating seniors, and faculty at a small liberal 
arts college. Conformity values, defined as 'a comfortable life,' 'clean,' 'obedient,' and 
'polite,' were found to be ranked higher by first year students in this sample. In addition, 
religious values, defined by the RVS value 'salvation,' were also ranked as relatively more 
important by first-year students than by seniors or faculty. The value ranking for seniors 
produced a similar pattern in relationship to the faculty; they ranked conformity values 
and religious values as more important than the faculty but less important than first-year 
students. This would suggest the general influence of adult socialization toward 
increased individual responsibility and less unchallenged compliance with set standards 
(Scher, 1987).
The recognition that values change as an individual matures and develops has 
increased attention on the interplay between development and the educational process. 
Using an expectancy-valence framework, Feather (1988) proposes that values impact an
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individual's subjective interpretation o f events such that objects, activities, or situations 
become either attractive or aversive. Positive or negative experiences produce an 
anticipation of further positive or negative interactions. Linking the cognitive and 
affective appraisal with the presumption of specific consequences, actions and outcomes 
become fused with affect. Extending this theory into the academic sphere, Feather 
hypothesized that values and valence impact student enrollment in academic courses.
Using a series of questionnaires, 444 undergraduate students reported their 
general value priorities, their self-perceived ability in either mathematics or English, and 
their subjective value of a mathematics or English course. The questionnaire data were 
correlated to academic enrollment and three value scales; restrictive control, prosocial 
concern, and intellectual orientation.
Results produced significant positive correlations between subjective rating of 
valance in mathematics and English, and individual value ratings. Feather (1988) 
suggests that "A major contribution o f this study is the finding that the valence or 
subjective value of mathematics and English was a function of the personal values held 
by students" (pg. 388). This finding further supports the importance of understanding the 
influence of values in higher education and career choice.
Attitudes
The effect of education on student attitudes has also been investigated, both 
through global assessment of general attitude trends and through assessment of specific 
attitude change. Funk and Willits (1987) examined the relationship between education
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and attitudes toward religion and traditional gender roles. In their longitudinal study, 
Funk and Willits (1987) first obtained data from 11,000 high school students regarding 
attitudes toward diverse social practices. Approximately eleven years later a follow up 
survey was mailed to a random sample o f 848 of the original participants. Five hundred 
and forty nine subjects completed and returned the follow up survey. Of the completed 
surveys, 237 subjects had attended some college whereas 307 had attended no college.
Analyses of the results comparing high school attitudes to those held eleven years 
later for individuals attending college produced statistically significant findings. Funk 
and Willits (1987) found large shifts in attitudes regarding traditional sex roles and 
religious beliefs. This shift was interpreted as movement toward a more liberal 
perspective. In addition, the attitude change produced a pattern of change that correlated 
with educational attainment: those attending some college changed attitudes more than 
those attending no college, while those who completed a four year degree changed 
attitudes more than those who attended, but did not graduate, from college. This finding 
was maintained when such variables as gender, socioeconomic status, and initial attitude 
differences where statistically controlled.
Wylie and Parcell (1981) also investigated the more general liberalizing effects of 
education on the social and political attitudes of students enrolled in sociology and 
psychology courses. A questionnaire designed to assess four different dimensions of 
liberalism was administered to 103 undergraduate students both at the beginning of the 
semester and at the end. Analysis of variance produced significant results, suggesting
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that, over a semester, attitudes did change toward a more liberal perspective. This is 
consistent with previous research on attitude change among college attending individuals 
(Baker & Snodgrass, 1979; Chickering, 1970; Duvall, 1965; Finney, 1974; Wylie & 
Parcell, 1979).
Research exploring the effect of education on specific attitudes has also been 
conducted. Meltzer and Grigorian (1972) assessed the effect o f a four week psychiatric 
rotation on attitudes toward psychiatric patients with a sample of 83 medical students. 
Using a pre-test/post-test design, subjects were administered the Opinions About Mental 
Illness Scale before beginning the rotation and at its conclusion. Results produced 
statistically significant changes in attitudes with respect to authoritarianism, social 
restriction, and etiology of psychopathology.
Still working within the medical training environment, Keane (1990) studied the 
effect o f an eight week academic and clinical psychiatric course on the attitudes o f 46 
medical students. Also using a pre-test/post-test design, she administered the Opinions 
About Mental illness Questionnaire and the Symptom Checklist-90 at the beginning and 
end of the academic course.
Analysis of the data produced statistically significant changes in attitude 
regarding interpersonal etiology and benevolence. In addition, students were found to be 
more encouraging and nurturing toward people with a mental illness after completion of 
an academic course related to psychiatric issues. In regard to etiology, after the course 
students were more likely to view the illness as arising from interpersonal difficulties,
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such as a lack of support or appropriate care provided by significant others in the 
mentally ill person's life.
Drolen (1993) obtained similar results in assessing graduate level social work 
students. In her study, Drolen combined academic course work with exposure to 
mentally ill clients in a clinical setting. Using the Opinions About Mental Illness 
Questionnaire as an assessment of attitude, results were consistent with Keane (1990) 
yielding significant favorable changes in attitude toward the mentally ill.
The influence of education on attitudes has also been assessed in regard to AIDs 
patients and those who have contracted the HTV virus. Strauss, Corless, Luckey, van der 
Horst, and Dennis (1992) surveyed the attitudes of 245 university students enrolled in a 
semester long course on issues pertinent to AIDs patients. The research found that at the 
end of the semester students reported more understanding and tolerance for persons who 
are HIV positive or who have AIDs. Strauss et al. conclude that the academic course did 
have a positive and significant impact on student attitude. Other studies (Riley & Greene, 
1993; Weyant, Simon, & Bennett, 1993) have produced similar results.
However, not all studies have evidenced change in attitude based on education. 
Jermain and Crismon (1991) also studied the effect of a clinical rotation on student 
attitudes toward mental illness. Using the Whatley Social Distance Scale and Morrison's 
Client Attitude Questionnaire, Jermain and Crismon (1991) surveyed the attitudes of 61 
pharmacology students over a six-semester time period. In this study, the authors found 
no statistically significant change in attitudes toward people suffering from a mental
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illness. The clinical rotation did however increase student’s self-reported adherence to a 
medical model orientation toward the treatment and understanding of mentally ill 
individuals. Results obtained from this study suggest that in some academic situations, 
attitudes may be more resistant to change.
The majority of the research looking at specific attitudes has been conducted on 
individuals specializing in some aspect o f the medical profession. Lyons and Hayes 
(1992) have suggested that medical training involves a socialization process and that 
attitudes vary based on the social context. In addition they propose that student attitudes 
may move in the direction of those from whom they are receiving training. The logical 
progression of this theoretical suggestion would be that education in other academic areas 
also impacts attitudes toward specific groups o f individuals and that the impact would be 
in the direction of the social academic environment.
Academe as Culture
The concept of culture was first examined in the fields of sociology and 
anthropology. In psychology, the majority of the literature on culture, acculturation, and 
identity development comes from subdisciplines of counseling, social and organizational 
psychology. Indeed, a new subdiscipline in cross-cultural psychology has emerged. A 
major area of focus in cross-cultural psychology is identity development of minority 
groups (Cass, 1979; Cross 1978, 1995; Downing & Roush, 1985; Helms, 1985, 1995; 
Ruiz, 1990; Sue & Sue, 1990). Furthermore, within the last two decades an awareness of 
the importance of culture in psychology has expanded to include various diverse
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populations in addition to race and ethnicity (Atkinson & Hackett, 1998; Atkinson, 
Morten, & Sue, 1998; Mokros, 1996; Tudge, Shanahan, & Valsiner, 1997).
Cross-Cultural Psychology
The concepts described and used in the study of culture and identity development 
are applicable to the investigation of student development within higher education. In 
describing culture, Atkinson, Morten, & Sue (1998) suggest use of Linton's (1968) 
definition of culture as "the configuration of learned behavior and results of behavior 
whose components and elements are shared and transmitted by the members of a 
particular society (as cited in Atkinson, Morten, & Sue, 1998). In his review o f the 
literature regarding the meaning and definition of culture, Toma (1997) discusses the use 
of the term to include such ideas as shared attitudes, expectations, ideologies, norms, 
philosophy, patterns o f support and meaning, and implicit or explicit assumptions guiding 
behavior or the development of coping strategies. In parsimonious terms, culture 
"represents the values, traditions, behaviors, and beliefs, characteristic of a group of 
people" (Kurtz-Costes, McCall, & Schneider, 1997, p. 163).
As with the term culture, there are variations in the definition of acculturation. 
Despite these variations, however, acculturation is generally defined as "a process of 
change that occurs when two or more cultures come in contact with each other (Atkinson, 
Morten, & Sue, 1998; Redfield, Linton, & Herskovits, 1936). Berry (1990) distinguishes 
between two types of acculturation. The first is acculturation at the population level and 
involves such things as institutional, ecological, and social change. The second type
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involves acculturation at the individual level, termed psychological acculturation, and 
consist of changes in individual behavior or personality traits.
The attitude response an individual takes toward the process of acculturation is 
considered important. Berry, Kim, Power, Young, and Bajaki (1989) suggest four 
response options an individual may have to this process. This first response is to 
assim ilate, which is described as giving up one's identity and embracing the other 
cultural's identity. The second response option is to separate  which involves keeping 
one's identity and rejecting the identity of the other culture. A third option is 
marginalization or giving up one's own identity while simultaneously rejecting the 
identity of the other culture. Finally, and individual may respond with integration or 
bicultural development. This fourth response option is described as keeping one's own 
cultural identity while incorporating some identity characteristics of the other culture. 
Organizational Psychology
The subdiscipline of industrial/organizational psychology has developed models 
of organizational culture. Organizational culture is defined as "set of shared, taken-for- 
granted implicit assumptions that a group holds and that determines how it perceives, 
thinks about, and reacts to its various environments" (p. 60, Schein, as cited in Kreitner & 
Kinicki, 1998). There are two distinct features of organizational culture: its explicit 
acknowledgment of a direct relationship between culture and the work environment, and 
the assumption of cultural influence effecting an individual at both an organizational and 
personal level (Kreitner & Kinicki, 1998). The concept of effecting an individual on two
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levels is similar to Berry's (1990) distinction between the population level and the 
individual level.
Research suggests (Kreitner & Kinicki, 1998) that organizational culture is 
manifested in four general ways. This first is through shared objects. For instance within 
a chemical processing lab, shared objects might be test tubes and Bunsen burners. The 
second is through shared language or talk. Again, staying with the chemical lab analogy, 
shared language might be the signs and symbols for chemical compounds. The third is 
through shared behavior, such as mixing chemical to create compounds or writing 
scholarly papers about the results. Finally culture is manifested through shared emotion. 
In the example above, the employees would share positive feelings if the lab were to get a 
contract to develop a new compound.
Culture serves a variety of functions within an organization. It assists in creating 
an organizational identity for members. It also helps to develop a sense of commitment 
to a collective community (the organization). In addition, culture promotes stability 
within the organization or social system. Finally, culture guides behavior by providing 
information, implicit or explicit, about the environment in which they exist (Kreitner & 
Kinicki, 1998).
The socialization process that members of an organization go through has also 
been explored. The process of socialization is defined as the ways in which a member 
learns the norms, necessary behavior, and values held by the organization. One aspect of 
socialization is assimilation. Organizational assimilation involves a bi-directional pattern
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of development. Thus, assimilation refers to both the implicit and explicit efforts the 
organization makes to socialize its members, as well as the influence of the members on 
the organization (Forward & Scheerhom, 1996). Models of organizational assimilation 
typically involve a three phases process of anticipatory socialization, encounter, and 
metamorphosis (Forward & Scheerhom, 1996; Kreitner & Kinicki, 1998).
Within academia limited research exists which explores the scholarly cultures 
(Austin, 1990; Tierney & Rhoads. 1994; Toma, 1997). Austin and Gamson (1987), and 
Austin (1990) have studied the academic environment and the influence of this 
environment on faculty. They suggest that the academic culture includes those 
characteristics most salient to academicians, such as academic freedom, commitment to 
collegiality blended with autonomy, intellectual honesty, and service to society. In 
addition, Austin (1990) proposes that academicians operate in four cultures 
simultaneously: the academic profession, the academic organization, the,academic 
discipline, and the type o f academic institution.
Incorporating the concept of academic culture, Toma (1997) suggests that 
paradigms manifest and embody the culture of a scholar. In addition he proposes that the 
paradigms interact with the academic department, institution, profession, and the larger 
society. In an attempt to understand if and how paradigmatic, social, and cultural factors 
influence an individual's professional life, Toma conducted in-depth interviews with 22 
legal scholars from three distinct universities within the United States.
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Through qualitative analyses, Toma (1997) explored seven areas which he 
believed were influenced by academic culture. The first was the choice of the research 
question a scholar chose to pursue. The second was the decision o f where to submit a 
particular piece of research or other written material. Thirdly were decisions about 
theories and methods by which a topic is explored. A fourth question involved the 
manner in which scholars judge their product. The fifth question explored by Toma 
(1997) concerned the system of established rewards for particular cultures. The sixth 
question looked at the academicians access to decision makers within their field. Finally, 
Toma questioned the policy regarding possible pressure and/or rewards associated with 
the advancement of a political cause. Content analyses supported the concept o f faculty 
cultures. Further, he states "these paradigms are similar to the more fully researched and 
better understood cultures specific to particular disciplines or institutions, each of which 
operates within the context of the cultures associated with overall society, the academic 
profession, and academe" (p. 698).
O f particular importance are Toma's (1997) findings related to the positive and 
negative impact of choosing to work from a less common paradigm within a faculty 
member's department. He found that individual's working from an alternative paradigm 
reported difficulties in some areas explored above, such as access to resources or 
acceptance of papers into refereed journals. He suggests further exploration into the 
effects of culture on scholars, highlighting the importance of accommodation and 
acceptance in a pluralistic society.
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With the pressures discussed above, for members o f an organization to assimilate, 
this research suggests academicians with alternative paradigms may eventually give in to 
the pressures and adhere to the paradigm of the dominant culture. Toma (1997) did find 
some evidence for this possibility. He states, "One mid-career critical scholar noted that 
she sometimes avoids talking 'about things in feminist language’ and attempts 'to talk 
about things in a way that lawyers have historically talked about things' (p.698).
Although Toma investigated the legal profession, he suggests his findings are relevant to 
most academic departments, especially to those within the social sciences.
Bullis and Bach (1989) studied the socialization process that graduate teaching 
assistance experience. Their research included both qualitative and quantitative measures 
of socialization and identification. Twenty eight masters and doctoral level graduate 
student enrolled in communication courses were interviewed and completed the 
Organizational Identification Questionnaire over a period of eight months to ten months 
(one academic year). Analyses of the results found numerous "turning points" (p. 276) 
defined as a situation or event that an individual associates with a change in relationship, 
in this case identification with the graduate department (Bullis & Bach, 1989). Some of 
these turning points were described positively, while others were described negatively.
The pattern of negative and positive turning points was not linear, and did not 
seem to correspond to a stage model o f identity development. Instead, students reported 
experiencing wavering identification with their academic department throughout the 
study. Furthermore, overall levels of identification with their department was lower at
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the end of one academic year than it was at the onset of the study (approximately two 
weeks after school began). This finding emphasizes the complexity o f identity 
development for students in higher education and reinforces the need for further 
exploration into this area o f inquiry.
Summary
The development o f values and attitudes is a complex and multifaceted process. 
An individual's behaviors, feelings, and thoughts are impacted by her or his values and 
attitudes. It has been suggested that change occurs in the organizational structure of 
values and attitudes during post-secondary education. This process may be similar to a 
socialization process experienced by individuals entering a different cultural environment 
or organization setting. Therefore, to better understand the phenomenon of student 
development with regard to value and attitude formation the following hypotheses were 
, explored:
1) Values and attitudes will change as a student proceeds through higher 
education. This change will be in the direction of the values and attitudes held by 
the academic community.
2) First and second year female students will rate as more important those values 
associated with conservation and self-transcendence. First and second year male 
students will rate as more important those values associated with openness to 
change and self-enhancement.
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3) With increased education, female and male student's will become more similar 
in the pattern of values they report.
4) Faculty will rate as more important those values associated with self- 
enhancement and openness to change.
5) Attitudes toward interaction with members of diverse groups will be positively 
correlated with self-transcendence.
6 ) Attitude toward interaction with members of diverse groups will be negatively 
correlated with increased education.
Experimental Design
The project utilizes a non-experimental design. With a focus on developmental 
issues, the study will look at the relationship between groups of individuals, with 
differing amounts of education, and the values and attitudes the groups espouse. More 
closely related to field research, the "natural environment" will manipulate the variables 
to be studied. This cross-sectional survey research provides a "snap shot" of the effect of 
education through utilization of representative samples of individuals and notation 
differences between groups (Christensen, 1988).
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CHAPTER II
METHOD
Subjects
All participants in this project were recruited from a large Midwestern university 
during the spring semester of 1996. A total o f 113 undergraduates were recruited from 
introductory and upper level psychology courses. All undergraduate students received 
extra-credit for their participation. The registrar's office generated a random list of 300 
masters level graduate students who were selected as participants in this study. A list of 
175 doctoral students was also generated. Finally, full-time faculty were identified from 
a list generated by the payroll office, excluding those teaching exclusively in either the
medical school or in the school of law. Faculty with a conflict of interest (e.g., serving on
1
the research committee, consulting on the research project) with the researcher were 
removed from the list o f participants. The total number of faculty asked to participate in 
this study was 517.
Masters level graduate students, doctoral level graduate students, and faculty were 
recruited following the same procedure. A cover letter explaining the project and 
acknowledging passive consent by the participant was attached to a packet of 
questionnaires. The material was then mailed through intracampus mail. A subset (n = 
60) o f the surveys returned as undeliverable through intracampus mail (e.g. for those
58
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without a mailbox, or not typically in their office during the week) were mailed through 
the regular postal service. As an incentive to participate, a drawing was conducted for the 
master level graduate students, the doctoral level graduate students, and the faculty for 
$20.00 gift certificates to a local eating establishment. Three hundred eighty three 
questionnaire packets were returned (39%). Babbie (1983) suggests a minimum response 
rate of 50% for analyses. However, others (Monette, Sullivan, and Dejong, 1986), 
recognize the difficulty in achieving enough cooperation to reach even a 2 0% response 
rate on mailed questionnaires. Monette et. al, suggest that a response rate as low as 30% 
may be acceptable, with acknowledged limitations to generalizability.
Instruments
Three questionnaires were used in this research: a Background questionnaire, the 
Schwartz Value Survey (1987), and a modified version of Whatley's Social Distance 
Scale (1959). The background questionnaire was designed to gather demographic 
information on each participant. Included on this questionnaire were such questions as 
date of birth, ethnicity, and size of home town. In addition to the demographic 
information, two open ended questions designed to examine the subject's experience of 
change in value orientation as he or she progresses through school were included. 
Responses to these two questions were not analyzed as part of this dissertation project. 
The background questionnaire can be found in Appendix A.
The Schwartz Value Survey (1987) contains 57 values and is also located in 
Appendix A. Terminal values are listed separately from instrumental values. Each value
59
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is followed by a short descriptive phrase, consistent with the format developed by 
Rokeach (1973). Values are rated on a scale o f -1 (opposed to my values) to 7 (of 
supreme importance). The instructions ask participants to rate each value "As a guiding 
principle in my life." This questionnaire takes approximately 20 minutes to complete.
Through theoretical formulation, Schwartz and Bilsky (1987, 1990) and Schwartz 
(1990, 1992) state that factor analysis of the 57 values produce 10 higher order, or 
motivational values. The 10 motivational value domains are further organized into two 
basic bi-polar dimensions; conservation as opposed to openness to change, and self­
enhancement as opposed to self-transcendence. In assessing the validity of this model, 
and by extension, the SVS, the major issue is construct validity (Schwartz, personal 
communication, 1995).
To address the concern regarding construct validity, Schwartz (1992) conducted a 
Guttman-Lingoes Smallest Space Analysis (a nonmetric multidimensional scaling 
technique for structural analysis of similarity data) of data acquired from culturally 
diverse groups. Thirty six samples of data were collected representing 20 different 
countries. Sample sizes ranged from 154 subjects to 542 subjects. Results of the 
analyses found support for the validity of the ten domains; all ten domains were 
confirmed in 67% of the samples while eight of the domains were confirmed in 92.5%  of 
the samples. Other studies (Feather, 1995; Sagiv and Schwartz, 1995; Schwartz and 
Sagiv; 1995) have found similar support for construct validity of Schwartz's theory and 
the SVS.
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The SVS has also been assessed for adequate reliability. Reliability coefficients 
for the ten motivational value domains suggests moderate to good reliability (Feather, 
1995; Schwartz and Huismans, 1995; Schwartz and Sagiv, 1995). Research on internal 
reliability conducted by Feather (1995) for each motivational domain found the following 
Cronbach's indices of internal consistency: Power, a=.73; achievement, a=.75; 
hedonism, o=74; stimulation, a=.76; self-direction, a=.58; universalism, a=.79; 
benevolence, a=.66 ; tradition, a=.52; conformity, <2= 6 8 ; and security, a=.67.
The SVS was selected for use in this study based on its large number o f values 
relative to other value instruments. In addition, the universal nature of the value domains 
suggest this instrument is applicable to a more diverse sample of participants. Finally, 
the organizational properties o f the value domains and the two value dimensions allow 
for more clarity in research design and data analysis.
A modified version o f Whatley's social distance scale (Whatley, 1959) and 
Bogardus' (1925, 1959) social distance scale (SDS) were used to assess attitude toward 
various groups of individuals (see Appendix A). Both of these instruments are based on 
Guttman scaling technique commonly used in attitudinal research. The original Whatley 
scale consists of eight items. Subjects are asked to indicate whether they agree, disagree, 
or are unsure about each statement. A sample statement is 'I would rather not ride in a 
taxi driven by someone who has been in a mental hospital.' This instrument has a 
reported reliability of .87. The Bogardus SDS consists of seven items similar to those on 
Whatley's scale. Subjects are presented with numerous ethnic groups and asked to
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indicate their willingness to include a member from the group in a specific situation or
event. A sample statement is 'I would be willing to admit_____as a visitors only to my
country.'
Given the psychological sophistication of the subject pool, the wording was 
changed in the original statements contained on Whatley's SDS and Bogardus' SDS. This 
modification was done to reduce the influence of social desirability and therefore produce 
a more valid instrument for use with the professional community. Additional groups of 
individuals were added to the social distance scale to get a more general assessment of 
attitudes both ethnic and non-ethnic outgroups (e.g., gay/lesbian/bi-sexual, physically 
disabled, mentally ill).
Social Distance Scales have been widely used in research on attitudes (Eagly and 
Chaiken, 1994; Sagiv and Schwartz, 1995). Most frequently, social distance is 
/ conceptualized as "the degree of closeness or acceptance that members of one group are
willing to show members of another group" (Sagiv and Schwartz, 1995 p. 437).
Typically, measurement of this construct is based on the extent of contact an individual is 
willing to have with someone different from themselves. The range of contact is assumed 
to exist on a continuum. On one end of the continuum is willingness to engage in an 
intimate relationship, for example acceptance of an individual from a different group into 
the family by marriage or partnership. The other end of the continuum usually involves 
complete separation, for example believing individuals from a different group should not 
be allowed to become citizens of the United States (Sagiv and Schwartz, 1995).
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Procedure
Questionnaire packets containing the three surveys and the cover letter, which 
included consent to participate, a briefly explanation regarding the purpose of the 
research, and the approximate length of time to complete the instruments were distributed 
through intracampus mail and through the United States Postal Service for graduate 
masters students, graduate doctoral students, and faculty. All packets contained a self- 
addressed, stamped envelop in which the participants could return the surveys. All 
surveys were coded for group status and collection method. Respondents were instructed 
not to include their names on any o f the returned material. A follow-up letter was mailed 
two weeks after the original survey, reminding students/faculty to complete and return the 
packet o f questionnaires.
During the same semester undergraduate students were recruited from 
introductory psychology courses, and advanced psychology courses such as abnormal 
psychology and personality. Throughout the month when the surveys were distributed 
through the mail, undergraduate students were given the packet of questionnaires during 
several group research sessions. A consent form was used in place of a cover letter for 
the undergraduate students. Surveys were coded for group status and collection method. 
Respondents were instructed not to put their name on any of the materials contained in 
the packet of questionnaires.
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A total o f 505 instruments were collected. The combined sample included 270 
female participants and 227 male participants. Eight individuals (1.6%) chose not to 
identify their sex. The mean age for the entire sample was 36 years old (SD = 12.70, min. 
= 18, max. = 6 8 ), with a median of 24 years and a mode of 21 years. Most participants (n 
= 441; 91.7 %) identified themselves as Euro-American. The majority indicated they 
were either single (n = 189, 37.4 %) or married/cohabiting (« = 280; 55.4 %).
Participants were also asked to identify the size of their home town. Answers to this item 
were distributed among all response categories, with most individuals reporting a home 
town population o f less than 100,000. In addition, all academic areas o f study were 
represented. The two most frequently endorsed response categories were the social 
sciences (« = 107, 21.2 %) and health sciences (n = 106, 21.0 %). Analyses based on area 
of study/discipline were not conducted to protect confidentiality of the participants. See 
Appendix B for a description of the initial sample pool.
The returned questionnaires were first assessed for response set and/or lack of 
differentiation among values on the SVS which might reflect participant inattention or 
confusion in filling out the instrument. Schwartz (1992) recommends removal of surveys 
from analyses if participants respond with a 7 on more than 21 items, if they respond with 
the any other number on more than 35 items, or if there are more than 16 items left blank. 
Adhering to Schwartz's criteria, 25 cases (4.9%) were dropped from analyses.
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The remaining questionnaires were examined through SPSS-PC for Windows for 
accuracy of data entry, missing values, appropriateness of the distribution for analyses, 
and correspondence of the data to the assumptions underlying univariate and multivariate 
statistics (Tabachnick and Fidell, 1989). The SDS was examined for missing or non- 
random responses. Eight instruments, three returned by faculty, two returned by doctoral 
students, one returned by a masters student, and two returned by undergraduates were 
found to contain missing values that were non-random responses. These were eliminated 
from the data pool.
The potential influence of random missing values contained on any variable in the 
remaining 472 instruments was then tested. A new variable was computed which divided 
respondents into two groups, missing data (dummy coded as 0) and non-missing data 
(dummy coded as 1). T-tests for independent samples were conducted on each relevant 
variable by research group to assess for significant differences. Significance was found 
(p<.05) with unequal cell size for the following variables: degree of religiosity, ethnicity, 
age, conservation, and self-transcendence. Six instruments were found to contain missing 
data on all demographic variables and were removed from analyses (five faculty and one 
masters student). T-tests were again conducted, with significance being found only on 
degree of religiosity in relationship to conservation (p<.00). Since a total of 24 
instruments had missing data on the variable degree of religiosity, the recommendation 
by Tabachnick and Fidell (1989) was followed that "if missing values are concentrated in 
a few variables and they are not critical to the analyses...the variables with missing values
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are profitably dropped" (pg. 63). Therefore, the 24 instruments were retained, but the 
variable degree of religiosity was not used in any analyses. All other random missing 
items were assigned the within-group mean for that variable allowing them to be retained 
for further analyses. See Table 1 for means used to replace of missing values scores and 
Table 2 for means used to replace missing attitude scores.
Table 1
Means for the Higher Order Values Used to Replace Missing Data
_______________Group___________________
Value 1 2 3 4 5 6
(n=57) (n=55) (n=83) (n=76) (n=92) (n=87)
Achievement 24.68 24.35 23.78 24.62 23.96 23.87
Benevolence 46.33 44.87 46.14 45.74 44.82 45.05
Conformity 18.88 18.05 17.49 15.61 16.95 16.64
Hedonism 13.67 13.93 11.89 11.38 10.54 10.36
Power 14.46 14.65 13.04 12.70 12.46 12.90
Security 31.96 31.78 32.05 29.66 30.71 29.78
Self-direction 29.18 29.74 29.35 29.29 30.70 30.90
Stimulation 11.40 11.67 11.29 10.17 10.61 10.80
Tradition 19.91 18.85 19.90 15.42 17.51 17.86
Universalism 39.33 39.28 39.75 41.19 41.71 43.06
Note. Group 1 = first and second year undergraduate students; group 2 = third and 
fourth year undergraduate students; group 3 = masters level graduate ; students; 
group 4 = doctoral level graduate students; group 5 = non-tenured faculty; group 
6 = tenured faculty.
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Table 2
Means for Social Distance by Social Group Used to Replace Missing Data
Group
Value 1 2 3 4 5 6
(n=57) (n=55) (n=83) (n=76) (n=92) (n=87)
African American 9.27 9.60 9.30 9.09 9.15 9.19
Asian American 9.42 9.37 9.16 9.07 9.06 9.10
Chronic, Serious 
Physical Illness 12.07 12.25 11.66 10.99 11.60 11.71
Depression/Anxiety 12.16 11.98 11.78 10.99 11.51 11.57
Hispanic American 9.82 9.75 9.25 9.15 9.11 9.10
Lesbian/Gay/Bisexual 11.07 11.04 10.29 9.73 10.29 10.19
Major Mental Illness 13.64 14.25 13.62 12.53 13.46 13.81
Mild Physical Illness 9.95 10.27 9.85 9.36 9.60 9.55
Native American 9.51 9.60 9.28 9.08 9.18 9.15
Note. Group 1 = first and second year undergraduate students; .group 2 = third and 
fourth year undergraduate students; group 3 = masters level graduate students; 
group 4 = doctoral level graduate students; group 5 = non-tenured faculty; group 
6 = tenured faculty.
Normality of the distribution was assessed through analyses of skewness, kurtosis, 
and examination of histograms and normal probability plots. Minimal deviations were 
found for some groups (skewness ranged from .82 to -.84; kurtosis ranged .59 to -.98),
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with negative skewness and platykurtic distributions being most frequent. 
Transformations using square root and logarithm were attempted with no significant 
change in the distribution. Therefore the original scores were retained.
The data set was also checked for linearity and outliers. Within-group scatterplots 
were used to check for pairwise linearity. No evidence of significant departure from 
linearity was found. However, 16 within group univariate outliers,
defined by scores plus three or minus three standard deviations from the mean, were 
found on the 14 higher order values and on the variable total social distance. Upon 
examination o f the instruments, no non-random pattern of responses or deviations from 
the population o f participants sampled were revealed. Pedhazur and Schmelkin (1991), 
and Tabachnick and Fidell (1989) both warn about the dangers of dropping large numbers 
of univariate outliers without justification. Thus, the scores were replaced by a process of 
adding one point greater than the next highest score (if the outlier was three SD above the 
M), or subtracting one point lower than the next lowest score (if the outlier was three SD 
below the M), and the instruments were retained for analyses (Tabachnick and Fidell, 
1989). Within group analyses for multivariate outliers produced four extreme scores on 
total social distance. This resulted in two more faculty, one doctoral student, and one 
undergraduate student removed from future analyses. This resulted in 462 remaining 
instruments used in the final data analyses.
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RESULTS 
Sample Description
Participants were 462 students and faculty recruited from a large Midwestern 
university. Of the respondents, 254 were women and 207 were men. One person chose 
not to identify her/his sex. Age of the participants ranged from 19 years old to 69 years 
old, with a mean of 37.2 (£0=12.8) years. The majority of individuals were Euro- 
American (89.4%). The sample was divided into six groups: self-identified first and 
second year undergraduate students (n=56); self-identified third and fourth year 
undergraduate students (n=57); students identified by the registrar's office as being 
enrolled in a masters program (n=85); students identified by the registrars office as being 
enrolled in a doctoral program (n=77); self-identified non-tenured faculty (n=96); and 
self-identified tenured faculty (/z=91).
First and Second Year Undergraduate Students
Group 1 consisted of 56 first and second year undergraduate students. Of these, 
33 were female and 23 were male. The mean age was 21.8 years (50 2.5). Euro- 
Americans comprised the majority o f the respondents (92.9%). First year undergraduate 
students accounted for 14 o f the participants and second year undergraduate students
69
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Table 3
Demographic Information for Group 1 (First and Second Year Undergraduate Students)
accounted for 42 of the participants. Table 3 summarizes the demographic information
for group 1.
Variable N
(56)
Percent
Age
20 or < 10 17.9
21 23 41.1
22 17 30.4
23 2 3.6
27 1 1.8
28 or > 4 7.2
Class Rank
First Year 14 25.0
Second Year 42 75.0
Ethnicity
Caucasian 52 92.9
Hispanic 2 3.6
Native American 2 3.6
Size of Home Town
< 1000 11 19.6
1000 to 10,000 14 25.0
10,000 to 25,000 9 16.1
25,000 to 50,000 7 12.5
50,000 to 100,000 10 17.9
100,000 + 5 9.0
Sex
Female 33 58.9
Male 23 41.1
Mean = 21.84, SD = 2.51
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Third and Fourth Year Undergraduate Students
Group 2 consisted of 57 third and fourth year undergraduate students. In this 
group, females accounted for 32 of the participants and males accounted for 25 of the 
participants. The mean age was 25.8 years (SD 5.3). Euro-Americans comprised the 
overwhelming majority o f the respondents (86.0%). Third year undergraduate students 
accounted for 32 of the participants and fourth year undergraduate students accounted for 
25 of the participants. Table 4 summarizes the demographic information for group 2. 
Students Enrolled in Graduate Level Masters Programs
Group 3 was comprised of graduate level masters students and contained 85 
respondents. Fifty four indicated they were female and 31 indicated they were male. For 
this group, mean age was 31.5 years (SD 7.3). Euro-Americans comprised 85.9% of the 
participants. Table 5 summarizes the demographic information for group 3.
Students Enrolled in Graduate Level Doctoral Programs
Group 4 consisted of graduate level doctoral students. This group contained 77 
respondents, 50 female students and 27 male students. Mean age was 36.7 years (SD 
8.3). Euro-Americans comprised 90.9% of the participants. Table 6 summarizes the 
demographic information for group 4.
Non-Tenured Faculty
Group 5 consisted of 96 self-identified non-tenured faculty. Of these, 55 were 
female faculty and 41 were male faculty. For this group, mean age was 43.1 years (SD
sproduced with permission of the copyright owner. Further reproduction prohibited without permission.
72
Table 4
Demographic Information for Group 2 (Third and Fourth Year Undergraduate Students)
Variable N
(57)
Percent
Age
22 or less 19 32.4
23 8 14.0
24 8 14.0
25 3 5.3
26-29 10 17.6
31 + 9 16.0
Class Rank
Third Year 32 56.1
Fourth Year 25 43.9
Ethnicity
Caucasian 49 86.0
Native American 4 7.0
Missing 4 7.0
Size o f Home Town
< 10,000 22 38.6
10,000 to 25,000 7 12.3
25,000 to 50,000 7 12.3
50,000 to 100,000 11 19.3
100,000 + 7 12.3
Missing 3 5.3
Sex
Female 32 56.1
Male 25 43.9
Mean = 25.76; SD = 5.28
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Table 5
Demographic Information for Group 3 (Master Level Graduate Students)
Variable /—' 
^
 oo
Percent
Age
23 to 25 16 18.9
26 to 30 34 40.0
31 to 35 12 14.2
36 to 40 9 10.6
41 + 13 15.4
Missing 1 1.2
Ethnicity
African American 1 1.2
Asian/Pacific Islander 4 4.7
Caucasian 73 85.9
Native American 2 2.4
Other 2 2.4
Missing 3 3.5
Size o f Home Town
< 1,000 14 16.5
1,000  to 10,000 21 24.7
10,000 to 25,000 6 7.1
25,000 to 50,000 11 12.9
50,000 to 100,000 12 14.1
100,000  + 19 22.3
Missing 2 2.4
Sex
Female 54 63.5
Male 31 36.5
Mean = 31.48; SD = 7.27
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Table 6
Demographic Information for Group 4 (Doctoral Level Graduate Students)
Variable N
(77)
Percent
Age
25 to 30 28 37.3
31 to 35 9 11.7
36 to 40 14 18.2
41 to 45 8 10.4
46 + 16 20.8
Missing 2 2.6
Ethnicity
African American 1 1.3
Caucasian 70 90.9
Native American 3 3.9
Missing 3 3.9
Size of Home Town
< 1,000 10 13.0
1,000 to 10,000 14 * 18.2
10,000 to 25,000 12 15.6
25,000 to 50,000 5 6.5
50,000 to 100,000 14 18.2
100,000 + 19 24.7
Missing 3 3.9
Sex
Female 50 64.9
Male 27 35.1
Mean = 36.69; SD = 8.29
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9.1). Euro-Americans comprised 90.6% of the participants. On the item requesting 
information regarding highest degree attained, most faculty members (60.4%) indicated 
they had a Doctorate o f Philosophy or a Masters Degree (36.5%). Table 7 summarizes 
the demographic information for group 5.
Table 7
Demographic Information for Group 5 (Non-Tenured Faculty)
Variable N
(96)
Percent
Age
27 to 34 16 16.6
35 to 40 24 25.0
41 to 45 22 22.9
46 to 50 13 15.5
51 to 60 11 11.4
60 + 6 6.1
Missing 2 2.1
Size of Home Town
< 1,000 13 13.5
1,000 to 10,000 14 14.6
10,000 to 25,000 15 15.6
25,000 to 50,000 15 15.6
50,000 to 100,000 13 13.5
100,000 + 23 23.9
Missing 3 3.1
Sex
Female 55 57.3
Male 41 42.7
Note. Information on ethnicity and highest degree earned were excluded to protect 
confidentiality.
Mean = 43.13; SD  = 9.10
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Tenured Faculty
The final group included self-identified tenured faculty. Group 6 contained 30 
female faculty, 60 male faculty, and one individual who chose not to identify sex. Mean 
age for this group was 53.5 years (SD  7.8). The majority of respondents still identified as 
Euro-Americans (90.1%). Of the tenured faculty, 75.8% reported their highest degree 
attained as a Doctorate o f Philosophy, 18.7% reported their highest degree attained as a 
Masters Degree, 1.1% indicated they had Medical Degree, and 4.4% left the item blank. 
Table 8 summarizes the demographic information for group 6 .
Values and Attitude
The mean and standard deviation for the 10 higher order values and the 4 bipolar 
value dimensions were computed for the total sample as well as for each group 
separately. These are summarized in Table 9. For the total sample, scores on 
conservation ranged from a minimum of 30.0 to a maximum of 100.0, with a mean of 
66.2 points (SD = 13.79). On the other end of the value continuum, openness to change 
ranged from a minimum of 26.0 to a maximum of 75.0, with a mean of 52.6 points (SD = 
9.40). On the second continuum, scores on self-enhancement ranged from a minimum of 
21.0 to maximum of 79.0, with a mean of 49.1 points (SD = 10.34). Scores for self­
transcendence ranged from a minimum of 49.0 points to maximum of 115 points, with a 
mean of 86.4 points (SD = 13.29).
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Table 8
Demographic Information for Group 6 (Tenured Faculty)
Variable N
(91)
Percent
Age
36 to 45 20 22.0
46 to 50 12 13.2
51 to 55 20 22.0
56 to 60 21 23.1
60 + 17 18.7
Missing 1 1.1
Size of Home Town
< 1,000 16 17.6
1,000 to 10,000 21 23.1
10,000 to 25,000 6 6.6
25,000 to 50,000 18 19.8
50,000 to 100,000 10 11.0
100,000 + 16 12.1
Missing 4 4.4
Sex
Female 30 33.0
Male 60 65.9
Missing 1 1.1
Note. Information on ethnicity and highest degree earn were excluded to protect 
confidentiality.
Mean = 53.47; SD = 7.81
Scores on conservation for Group 1 ranged from a minimum of 35.0 to a 
maximum of 96.0, with a mean of 70.6 points (SD -  13.93). Openness to change ranged 
from a minimum of 31.0 to a maximum of 75.0 and produced a mean of 54.4 points (SD 
= 10.66). On the second dimension, scores on self- enhancement ranged from a
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Table 9
Means and Standard Deviations for SVS Values by Group
Group
Value Total 1 2 3 4 5 6
Achievement
M
SD
24.18
4.06
24.61
3.97
24.39
3.80
23.72
4.11
24.61
4.30
24.09
4.15
23.94
3.98
Benevolence
M
SD
45.44
7.25
46.18
6.74
44.68
7.17
46.16
7.41
45.77
6.50
44.95
7.78
45.06
7.56
Conformity
M
SD
17.19
4.33
18.79
3.88
17.91
3.80
17.53
4.06
15.70
4.36
16.97
4.48
16.91
4.61
Hedonism
M
SD
11.75
3.71
13.63
3.84
13.90
3.12
11.79
3.73
11.95
3.48
10.45
3.18
10.40
3.57
Power
M
SD
13.15
5.48
14.32
5.48
14.51
5.18
12.97
5.35
12.78
5.79
12.38
5.34
12.90
5.55
Self Direction 
M  
SD
29.98
4.87
29.21
5.08
29.64
3.65
29.26
5.02
29.33
5.18
30.83
4.84
31.00
4.86
Stimulation
M
SD
10.90
3.71
11.57
3.72
11.61
3.36
11.24
3.50
10.16
4.17
10.58
3.30
10.71
4.00
Tradition
M
SD
18.13
6.67
19.93
7.46
18.79
5.89
20.05
6.28
15.49
7.06
17.47
6.24
17.78
6.35
sproduced with permission of the copyright owner. Further reproduction prohibited without permission.
79
Table 9 cont.
Means and Standard Deviations for SVS Values by Group
Group
Value Total 1 2 3 4 5 6
Universalism
M
SD
40.98
8.31
39.43
7.73
39.27
9.50
39.65
7.64
41.17
8.42
41.89
8.15
43.11
8.13
Conservation
M
SD
66.21
13.79
70.64
13.93
68.45
11.99
69.52
12.80
60.79
14.24
65.10
13.50
64.73
13.97
Openness to Change 
M  
SD
52.64
9.40
54.41
10.66
55.31
7.45
52.22
9.81
51.43
10.39
51.83
7.85
52.16
9.68
Self-enhancement
M
SD
49.09
10.34
52.55
10.99
52.97
8.96
48.47
10.04
49.34
11.02
46.89
9.38
47.23
10.42
Self-transcendence
M
SD
86.43
13.29
85.61
12.86
83.95
14.92
85.80
12.61
86.84
12.85
86.84
13.26
88.28
13.56
minimum of 27.0 to maximum of 74.0 with a mean of 52.6 points (SD = 10.99). Scores 
for self-transcendence ranged from a minimum of 53 points to a maximum of 111 points, 
with a mean of 85.6 points (SD = 12.86)
For Group 2, the range of scores on conservation was a minimum of 41 points to a 
maximum of 92.0 points. The mean score for conservation was 68.5 points (SD = 11.99). 
Openness to change ranged from a minimum of 39.0 points to a maximum of 73.0
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points. The mean for this end of the value dimension was 55.3 points (SD = 7.45). The 
scores on self-enhancement ranged from a minimum of 31.0 to maximum o f 73.0, with a 
mean o f 53.0 points (SD =  8.96). Scores for self-transcendence ranged from a minimum 
of 49.0 points to maximum of 111.0 points, with a mean of 84.0 points (SD = 14.92).
Group 3's scores on conservation ranged from a minimum of 34.0 to a maximum 
of 99.0, with a mean o f 69.5 points (SD = 12.80). On openness to change, the scores 
ranged from a minimum of 26.0 to a maximum of 73.0 with a mean of 52.2 points (SD = 
9.80). Self-enhancement ranged from a minimum of 27.0 points to maximum of 74.0 
points with a mean of 48.5 points (SD = 10.04). Scores for self-transcendence ranged 
from a minimum of 51.0 points to maximum of 110.0 points. The mean for self­
transcendence was 85.8 points (SD = 12.61).
Scores on conservation for Group 4 ranged from a minimum of 36.0 points to a 
maximum of 100.0 points. The mean for Group 4 on conservation was 60.8 points (SD = 
14.24). Scores on openness to change ranged from a minimum of 31.0 points to a 
maximum of 74.0 points, with a mean of 51.4 points (SD = 10.39). On the second 
dimension, scores on self-enhancement ranged from a minimum of 21.0 points to 
maximum of 79.0 with a mean of 49.3 points (SD = 11.02). Scores for self-transcendence 
ranged from a minimum of 50.0 points to maximum of 113.0 points, with a mean of 86.8 
points (SD = 12.85).
For Group 5 the scores on conservation ranged from a minimum of 30.0 points to 
a maximum of 95.0 points. The mean for Group 5 on conservation was 65.1 points (SD =
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13.51). Openness to change ranged from a minimum of 31.0 points to a maximum of 
95.0 points. The mean for Group 5 on openness to change was 51.8 points (SD  = 7.85). 
On the other bipolar dimension, self-enhancement scores ranged from a minimum of 23.0 
points to maximum of 73.0 points for this group. The mean for self-enhancement was 
46.9 points (SD = 9.38). Scores for Group 5 on self-transcendence ranged from a 
minimum of 50.0 points to maximum of 111.0 points, with a mean of 86.8 points (SD = 
13.26).
Finally, conservation for Group 6 the ranged from a minimum of 34.0 points to a 
maximum of 99.0, with a mean of 64.7 points (SD = 13.97). On openness to change the 
scores ranged from a minimum of 26.0 points to a maximum of 70.0 points, with a mean 
of 52.2 points (SD = 9.68). Self-enhancement ranged from a minimum of 23.0 points to 
maximum of 77.0 points with a mean of 47.2 points (SD = 10.42). Scores for self­
transcendence ranged from a minimum of 51.0 points to maximum of 115.0 points. The 
mean for self-transcendence was 88.3 points (SD = 13.56).
The mean and standard deviation on social distance, as defined by a respondent's 
stated willingness to engage in various interactions with each of the nine categories of 
individuals on the SDS, were computed. A total social distance score was then calculated 
by adding up all responses on the social distance scale. A summary of these results are 
provided in Table 10. The scores on total social distance for the total sample had a 
minimum of 81.0 points and a maximum of 123.0 points. The mean for the whole 
sample was 93.7 points (SD = 7.47). Group 1 had a minimum score of 83.0 and a
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Group
Table 10
Means and Standard Deviations for Social Distance by Group
Value Total 1 2 3 4 5 6
African American
M 9.23 9.28 9.60 9.30 9.07 9.13 9.16
SD .61 .59 1.04 .76 .25 .39 .41
Asian/Pacific Islander
M 9.15 9.39 9.37 9.16 9.07 9.02 9.07
SD  .45 
Chronically Physically 111
.72 .63 .47 .25 .14 .29
M 11.64 12.02 12.25 11.66 10.93 11.55 11.70
SD 1.71 1.71 1.82 1.83 1.44 1.55 1.74
Depression/Anxiety
M 11.60 12.17 11.98 11.78 10.92 11.47 11.55
SD 1.86 1.71 1.70 1.93 2.01 1.80 1.77
Hispanic
M 9.28 9.71 9.75 9.25 9.11 9.10 9.07
SD  .89 
Lesbian/Gay/Bi-sexual
1.58 1.52 .66 .45 .36 .25
M 10.36 11.09 11.04 10.29 9.73 10.28 10.17
SD 1.93 2.20 2.36 1.72 1.55 1.83 1.82
Major Mental Illness
M 13.51 13.61 14.25 13.62 12.49 13.44 13.81
SD 2.20 1.72 1.95 2.33 2.36 2.06 2.25
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Table 10 (continued)
Means and Standard Deviations for Social Distance by Group
Group
Value Total 1 2 3 4 5 6
Mild Physical Illness
M 9.71 9.91 10.27 9.85 9.35 9.61 9.51
SD 1.09 1.18 1.40 1.15 .66 1.08 .86
Native American
M 9.24 9.41 9.60 9.28 9.08 9.13 9.12
SD .70 .92 1.21 .71 .39 .42 .35
Total Social Distance
M 93.72 96.59 98.10 94.20 89.75 92.74 93.16
SD 7.47 7.13 8.75 7.94 6.45 6.52 6.02
Note. Group 1 = first and second year undergraduate students; group 2 = third and fourth 
year undergraduate students; group 3 = masters level graduate students; group 4 = 
doctoral level graduate students; group 5 = non-tenured faculty; group 6 = tenured 
faculty.
maximum score of 116.0 points. The mean for Group 1 was 96.6 points (SD -  7.13). For 
Group 2, the minimum score was 82.0 points, the maximum score was 123.0 points, and 
the mean was 98.1 (SD = 8.75). Scores on total social distance for Group 3 ranged from 
a minimum of 82.0 points to a maximum of 118 points, with a mean of 94.2 points (SD = 
7.94). For Group 4, the minimum score was 81.0 points, the maximum score 103.0 
points, and the mean was 89.8 points (SD = 6.45). Group 5 had a minimum score of 81.0 
points, a maximum score o f 113.0 points and a mean of 92.7 points (SD = 6.52). Finally,
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Group 6 had a minimum score of 81.0 points on total social distance, a maximum score 
of 113.0 points, with a mean of 92.7 points (SD = 6.02).
Zero-order correlations were computed for all the 10 higher order values, as well 
as the 4 values associated with the bipolar domains. For the entire sample, all but three 
values were significantly correlated at p  < .05. Significant correlations ranged from r  = 
.10 (p = .03) for tradition and achievement, to r = .86 (p = .00) for self-enhancement and 
power. The correlation matrix displaying all r  values are in Appendix C.
Correlations for the 10 value clusters and each bipolar domain were also 
conducted by group. Appendix D shows the correlation matrices by Group. The 
correlations for Group 1 ranged from r = .26 (p = .04) for tradition and self-discipline, to 
r = .90 (p = .00) for universality and self-transcendence. For Group 2, correlations 
ranged from r =  .26 (p = .04) for stimulation and benevolence, to r = .93 (p = .00) for 
universality and self-transcendence. Group 3 had a range of correlations from r = .22 
(p=.04) for stimulation and security, to r -  .84 (p = .00) for power and self-enhancement. 
In Group 4 the zero-order correlations ranged from r = .23 {p = .04) for power and 
tradition, to r  = .88 (p = .00) for conservation and conformity. For Group 5 correlations 
ranged from r  = .20 (p = .04) for self-enhancement and benevolence, to r = .86 (p = .00) 
for conservation and conformity. Group 6 had a range of correlations from r  = .22 (p = 
.04) for universalism and security, to r  -  .89 {p = .00) for universalism and self­
transcendence.
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Finally, zero-order correlations for all dependent and independent variables used 
in the analyses were computed for the total sample and for each group individually. 
Correlations ranged from r  = -.22 (p = .05) for total social distance and openness to 
change for Group 3, to r  = .79 (p = .00) for Group l on openness to change and self­
enhancement. The correlation matrices for these variables are located in Appendix E.
Analyses
A series o f one-way ANOVAs was performed to test for differences among 
research groups on the bipolar value dimensions. With an alpha level of p < .05, the 
omnibus F  was statistically significant, F(5, 456) = 5.39, p  = .00 for the value 
conservation. Post hoc analysis was conducted using Tukey's Honestly Significant 
Difference (HSD) test to determine differential main effects between means at thep < .05 
level. Significant differences were found between doctoral level graduate students (M  = 
60.79, SD = 14.24) and the following groups: third and fourth year undergraduate 
students (M =  68.45, SD 11.99), masters level graduate students (M -  69.52, SD = 12.80), 
and first and second year undergraduate students (M = 70.64, SD = 13.93). First and 
second year undergraduate students, masters level graduate students, and third and fourth 
year undergraduate students, respectively, endorsed significantly higher levels of 
importance to the value conservation than did doctoral level graduate students. There 
was no significant difference found in the post hoc analysis between non-tenuied and 
tenured faculty members for any group. Table 11 displays the results of the post hoc
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analysis. No significant difference was found on the value openness to change, F(5, 456) 
= 1.81,/? = .11.
Table 11
Post hoc analysis with Tukey’s Honestly Significant Difference Test for Conservation
Group
Group 1 2 3 4 5 6
(70.64) (68.45) (69.52) (60.79) (65.10) (64.73)
1 x
(70.64)
2 X 
(68.45)
3 X 
(69.52)
4
(60.79)
5
(65.10)
6
(64.73)
Note. N -  462; p  — <  .05. Group 1 = first and second year undergraduate students; group 
2 = third and fourth year undergraduate students; group 3 = masters level graduate 
students; group 4 = doctoral level graduate students; group 5 = non-tenured faculty; group 
6 = tenured faculty.
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On the second value dimension, the one-way ANOVA conducted on self­
enhancement was significant at thep < .05 level [F(5, 456) = 4.56, p  -  .00]. Tukey's 
HSD post hoc analysis produced significant differences between the following groups: 
Non-tenured faculty (M =  46.89, SD = 9.38) and first and second year undergraduates and 
third and fourth year undergraduates (A/=52.55, SD =  10.99; M =  52.97, SD = 8.96 
respectively); tenured faculty (AT = 47.23, SD = 10.42) and first and second year 
undergraduates and third and fourth year undergraduates (A/=52.55, SD = 10.99; M = 
52.97, SD  = 8.96 respectively). Table 12 displays the results of the post hoc analysis. 
These findings indicate first and second year undergraduates, as well as third and fourth 
year undergraduates placed significantly greater importance on self-enhancement than did 
tenured and non-tenured faculty. No significant difference was found on the other value 
in this dimension, self-transcendence, F(5, 456) = .86, p = .51.
A one-way ANOVA for research groups was also performed on total social 
distance. With an alpha level o f p < .05, the omnibus F was significant [F(5, 456) =
11.60, p = .00], Tukey's HSD test revealed significant differences between third and 
fourth year undergraduates (AT = 98.10, SD = 8.75) and the following groups: doctoral 
level graduate students (A/ = 89.75, SD = 6.45), non-tenured faculty (A/ = 92.74, SD = 
6.52), tenured faculty (AT = 93.16, SD = 6.02), and masters level graduate students (M  = 
94.20, SD = 7.94). Significant differences were also found between first and second year 
undergraduates (M  = 96.59, SD  = 7.13) and doctoral level graduate students, non-tenured 
faculty, and tenured faculty (AT = 89.75, SD = 6.45; M  = 92.74, SD = 6.52; M  = 93.16, SD
produced with permission of the copyright owner. Further reproduction prohibited without permission.
88
= 6.02 respectively). Finally, significance was found between masters level graduate 
students (Af = 94.20, SD — 7.94) and doctoral level graduate students (M  = 89.75, SD = 
6.45), between tenured faculty (Af= 93.16, SD = 6.02) and doctoral level graduate 
Table 12
Post hoc Analysis with Tukey's Honestly Significant Difference Test for Self­
enhancement
Group
Group 1 2 3 4 5 6
(52.55) (52.97) (48.47) (49.34) (46.89) (47.23)
1 X X  
(52.55)
2 X X  
(52.97)
3
(48.47)
4
(49.34)
5
(46.89)
6
(47.23)
Note. N = 462; p  = < .05. Group 1 = first and second year undergraduate students; group 
2 = third and fourth year undergraduate students; group 3 = masters level graduate 
students; group 4 = doctoral level graduate students; group 5 = non-tenured faculty; group 
6 = tenured faculty.
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6.52) and doctoral level graduate students (M = 89.75, SD = 6.45). Thus, third and fourth 
year undergraduates reported a significantly higher level of desired social distance than 
did doctoral level graduate students, non-tenured faculty, tenured faculty, and master 
level graduate students. First and second year students reported a significantly higher 
desire for social distance than did doctoral level graduate students and non-tenured 
faculty. Master level students reported a significantly higher desire for social distance 
than did doctoral level graduate students. Finally, tenured faculty also reported a 
significantly higher desire for social distance than did doctoral level graduate students. 
Table 13 displays the results of these post hoc analyses.
To investigate the main effects of sex and the possibility of interaction effects of sex by 
research group, a 2 X 6 analysis of variance was conducted on each bipolar value 
dimension and for total social distance. Significance at p < .05 was found on 
conservation, F(6, 461) = 3.92. There was a significant main for research group [F(5,
450) = 4.52, p < .00]. No significant main effect for sex was found. The 2 X 6  ANOVA 
for openness to change produced no significant main effect for either research group or 
sex. For self-enhancement, the 2 X 6 ANOVA was significant, F(6, 461) = 3.89, p < .00], 
with significant main effect for research group [F(5, 450) = 4.56, p < .00], but not for sex. 
The 2 X 6  ANOVA for self-transcendence was also significant, F(6, 461) = 7.18, p < .00. 
A significant main effect was found for sex, F( 1, 450) = 2.02, p < .00. Finally, on total 
social distance, the 2 X 6 ANOVA produced significance F(6, 461) = 12.54, p < .00, with
students (M  = 89.75, SD  = 6.45), and between non-tenured faculty (A/= 92.74, SD  =
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both research group [F(5, 450) = 12.87, p < .00] and sex [F(l, 450) = 11.57, p < .00] 
significant. No significant interactions were found on any analyses. See Table 14 for a 
summary of the 2 X 6 ANOVAs used to assess main effects and interaction effects. 
Table 13
Post hoc Analysis with Tukey's Honestly Significant Difference Test for Total Social 
Distance
Group
Group 1 2 3 4 5 6
(96.59) (98.10) (94.20) (89.75) (92.74) (93.16)
1 X X  
(96.59)
2 X X X X
(98.10)
3 X 
(94.20)
4
(89.75)
5
(92.74)
6 X 
(93.16)
Note. N =  462; p  =  <  .05. Group 1 = first and second year undergraduate students; group 
2 = third and fourth year undergraduate students; group 3 = masters level graduate 
students; group 4 = doctoral level graduate students; group 5 = non-tenured faculty; group 
6 = tenured faculty.
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Table 14
Analysis o f Variance for Two Bipolar Value Domains and Attitude Measure
F
Source df Conserv Open Self-en Self-tr Soc dis
Main Effect 6 3.92* 1.46 3.89* 7.18* 12.54*
Research Group 5 4.52 1.71 4.56* 2.02 12.87*
Sex 1 .76 .25 .14 37.92* 11.57*
Research Group 
by sex 5 .37* .91 .56 .50 1.31
Residual 450 (182.83) (87.80) (103.61) (164.21) (48.65)
Note. Values enclosed in parentheses represents the mean square. Conserv = 
conservation; open = openness to change; self-en = self-enhancement; self-tr = self­
transcendence; soc dis = total social distance. *p = < .05.
Finally, a standard (SPSS-PC method equal enter) multiple regression analysis 
was performed for each research group between total social distance and the independent 
variables conservation, openness to change, self-enhancement, self-transcendence, and 
sex. All variables were entered into each equation, and a significance level ofp  < .05 
was used in the analyses. Appendix D displays the correlation matrices for all variables 
used in the equation by group.
For first and second year undergraduates students, a significant equation was 
found; R = .28, F{5, 50) = 3.95, p  < .00. Only one value, self-transcendence [/(50) = -
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3.50, p  < .00] made a significant contribution to the equation, although openness to 
change approached significance [/(50) = 1.93, p  = .06]. For this group, lower scores on 
self-transcendence accounts for a significant amount of the variance in predicting 
preference for a higher degree of social distance. Table 15 provides a summary of the 
variables explaining total social distance for this group in the multiple regression 
equation.
Table 15
(First and Second Year Undergraduates)
Variable B SEB B P
Sex .42 1.85 .03 .82
Conservation .13 .09 .25 .17
Self-enhancement .04 .14 .06 .75
Self-transcendence -.44 .12 -.79 .00
Openness to Change .33 .17 .49 .06
R = .28, p = <.00 
N = 56
Note, p = < .05
Regression analysis with the third and fourth year undergraduate students 
approached a significant equation, F(5, 51) = 2.09, p  = .08. Cautious examination of the 
variables contributing to the variance is warranted. Conservation [r(51) = 2.49, p  < .05] 
contributed significantly to the equation. Self-transcendence approached significance, 
r(51), = -1.77, p  = .08. This suggests that the greater the importance placed on
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conservation the more social distance a person will want in relationship to the minority 
groups assessed on the SDS. Self-transcendence, as in the equation for first and second 
year undergraduate students, has a negative value which would indicate lower scores on 
this variable might predict higher scores on social distance. Table 16 provides a 
summary of the variables explaining total social distance for this group in the multiple 
regression equation.
Table 16
Summary of Standard Multiple Regression Analysis on Total Social Distance for Group 2
(Third and Fourth Year Undergraduates)
Variable B SEB B P
Sex -.52 2.67 -.03 .85
Conservation .32 .13 .43 .02
Openness to Change .28 .22 .23 .21
Self-enhancement -.05 .18 -.06 .76
Self-transcendence -.20 .11 -.34 .08
R = .17, p = .08 
N = 57
Note, p  = < .05
The multiple regression equation for masters level graduate students was 
significant, F(5, 79) = 5.88, p  < .00, with an R = .27. Two values provided significant 
contributions to the equation, conservation (7(79) = 3.36, p  < .00] and self-transcendence 
[f(79) = -4.39, p  < .00]. Consistent with the previous analyses, for this group, greater 
degree of importance placed on the value domain conservation predicts a higher level of
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desire for social distance, whereas higher scores on self-transcendence predicts a lower 
level of desire for social distance. Table 17 provides a summary of the variables 
explaining total social distance for the masters level students in the multiple regression 
equation.
Table 17
Summary of Standard Multiple Regression Analysis on Total Social Distance for Group 3 
(Masters Level Graduate Students)
Variable B SEB B P
Sex .80 1.68 .05 .64
Openness to Change .00 .12 .01 .94
Conservation .28 .08 .45 .00
Self-transcendence -.38 .09 -.61 .00
Self-enhancement -.12 .12 -.15 .31
R = .27, p = < .00 
N = 85
Note, p  = < .05
Doctoral level graduate students also produced a significant multiple regression 
equation, R = .22, F(5, 71) = 4.08, p  < .00. Only one value, conservation, contributed 
significantly to this equation [r(71) = 4.06, p  < .00]. With no other variable approaching 
significance, it appears that for Group 4, all the variance accounted for in the regression 
equation is attributable to conservation. Thus, the more importance participants placed 
on the value domain conservation, the more social distance they preferred. Table 18 
provides a summary of the variables used in the regression equation to explain total social
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significantly to this equation [f(71) = 4.06, p  < .00]. With no other variable approaching 
significance, it appears that for Group 4, all the variance accounted for in the regression 
equation is attributable to conservation. Thus, the more importance participants placed 
on the value domain conservation, the more social distance they preferred. Table 18 
provides a summary o f the variables used in the regression equation to explain total social 
distance for doctoral level graduate students. For the research group consisting of non- 
tenured faculty, the multiple regression equation was also significant, R = .22, F(5, 90) = 
Table 18
(Doctoral Level Graduate Students)
Variable B SE B B P
Sex -1.85 1.60 -.14 .25
Conservation .23 .06 .50 .00
Self-enhancement .03 .08 .05 .71
Self-transcendence -.11 .08 -.22 .14
Openness to change -.14 .10 -.22 .18
R = .22, p = < .00* 
N=77
Note, p  = < .05
5.54, p  < .00. In this equation, three values contributed significantly to the variance: 
openness to change [r(90) = -2.15,/? < .05]; conservation (7(90) = 2.56, p  < .05]; and self­
transcendence [/(90) = -2.80, p  = .00]. Conservation and self-transcendence produced 
results consistent with the previous groups. However, openness to change was also
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significant for this group, such that lower scores on openness to change were related to 
prediction o f a desire for less social distance. Table 19 provides a summary of the 
variables explaining total social distance for non-tenured faculty in the multiple 
regression equation.
Finally, table 20 provides a summary of the variables explaining total social 
distance for tenured faculty using standard multiple regression. The equation produced 
for tenured faculty, R = .18, was also significant, FXS, 85) = 3.71, p  < .00. As with the 
Table 19
(Non-tenured Faculty)
Variable B SEB B P
Sex 1.79 1.29 .14 .17
Openness to change -.21 .10 -.26 .03
Conservation .14 .06 .30 .01
Self-enhancement .11 .08 .16 .19
Self-transcendence -.17 .06 -.35 .01
R = .24, p = < .00 
N = 96
Note, p =  < .05
produced with permission of the copyright owner. Further reproduction prohibited without permission.
97
Table 20
Summary of Standard Multiple Regression Analysis of Total Social Distance for Group 6 
(Tenured Faculty)
Variable B SE B B P
Sex 4.29 1.31 .34 .00
Self-enhancement -.02 .09 -.03 .82
Self-transcendence -.04 .06 -.10 .45
Conservation .14 .05 .32 .01
Openness to change .03 .09 .05 .74
R = .18./? = < .00 
N = 91
Note, p = < .05
other groups, conservation was significant in accounting for the variance in this equation, 
f(85) = 2.57, p  < .05. Although none of the other values were significant in this 
regression analysis, sex o f the participant was [r(85) = 3.27, p  < .00. This was the only 
group in which sex o f the participant made a contribution to the prediction equation.
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DISCUSSION
The purpose of this research project was to explore the effect o f education on 
basic life values and on attitudes toward various groups of individuals. The results of a 
series of One-way ANOVAs shows partial support for the first hypothesis, that values 
and attitudes will change as an individual proceeds through higher levels of education, 
and that this change will be in the direction of the values and attitudes held by the 
academic community. High scores on the value 'conservation' mean that respondents 
endorse security, conformity and tradition as important guiding principles in their lives. 
On the value 'conservation' undergraduate students and masters level graduate students 
rated the value significantly higher than doctoral students. This suggests that students 
with lower levels of education endorse the value differently than individuals with more 
exposure to the educational system. Although not statistically significant, undergraduate 
students and masters level graduate students also rated this value higher than either the 
non-tenured or tenured faculty, again suggesting differing values among these groups. 
Surprisingly, however, non-tenured and tenured faculty obtained higher scores on 
'conservation' than did the doctoral students. This finding was not statistically 
significant, and did not show the expected pattern; however, this might be explained by
98
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Scores on the value 'self-enhancement' also provided partial support for the first 
hypothesis. High scores on 'self-enhancement' mean that respondents endorse power, 
achievement and hedonism as important guiding principles of their lives. Undergraduate 
students scored significantly higher than did faculty on this value, suggesting that values 
of undergraduates are different from those of faculty. Although no other groups produced 
statistically significant differences, masters and doctoral level graduate students did score 
lower than undergraduates on self-enhancement, but higher than faculty. These results 
are consistent with the proposed pattern of change, such that students' values change in 
the direction o f faculty, although the changes do not appear to be linear. Finally, there 
were no significant group differences on the two other values, 'openness to change,' and 
'self-transcendence.'
Results of the One-way ANOVAs on the attitude variable 'total social distance' 
also provided partial support for the first hypothesis, that values and attitudes change in 
the direction of those held by the academic community. Third and fourth year 
undergraduates had statistically higher scores on 'social distance' than masters level 
graduate students, doctoral level graduate students, and both faculty groups. This means 
that these undergraduates were less accepting of minority groups than those with more 
exposure to academe. First and second year students also obtained statistically higher 
scores on 'social distance' than did doctoral students and non-tenured faculty, but not
either regression toward the mean by faculty, or a curvilinear relationship between levels
of education and endorsement of values. Future research might clarify these findings.
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tenured faculty. Finally, masters level graduate students and tenured faculty scored 
significantly higher on 'social distance’ than did doctoral students. The finding that 
doctoral students had the lowest score (statistically lower than tenured faculty), and 
therefore were willing to interact more with various social groups, is contrary to the 
expected linear pattern of attitude change, and consistent with their scores on the values 
'conservation' and self-enhancement.'
Two findings in regard to the analyses of the first hypothesis stand out. First, no 
differences among groups were observed on the values 'openness to change' and 'self­
transcendence.' Schwartz (1992; 1995), and Sagiv and Schwartz (1995) suggest that 
'openness to change' and 'conservation' exist on a bi-polar dimension of values, while 
'self-transcendence' and 'self-enhancement' exist on a second bi-polar dimension. Perhaps 
a difference was not found on the values 'openness to change' and 'self-transcendence' 
because change was occurring on the other end of the bi-polar dimension. In other words, 
if respondents more strongly endorse 'conservation,' this implies that 'openness to change' 
is not as important as a guiding principle in their lives. Additionally, if respondents more 
strongly endorse 'self-enhancement,' 'self-transcendence' is not as important as a guiding 
principle. Another possibility might relate to measurement problems. One typically 
expects to see change on one end o f a continuum reflected in change on the other end of 
the continuum. The lack of change at the opposite end of the two bi-polar dimensions 
might suggest that the constructs defined by Schwartz (1992; 1995) and Sagiv and 
Schwartz (1995) are different from the respondents sampled in this study.
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A related explanation involves the composition o f values and definitions given to 
'openness to change' and 'self-transcendence.' 'Openness to change' emphasizes the 
importance o f independence, self-direction, and autonomy of thought and action. It 
would be expected that these values would be shared by individuals associated with an 
academic institution within the United States, regardless of where they are in the process 
of acquiring or having completed a degree. 'Self-transcendence' emphasizes respect for 
and acceptance of others and consideration for the welfare of the community. Again, this 
might be a value shared by students interested in obtaining a college degree, as well as a 
value held by the larger academic community. This possibility is consistent with the 
literature which suggests that higher education has a liberalizing effect on students (Baker 
& Snodgrass, 1979; Chickering, 1970; Duvall, 1965; Wylie & Parcell, 1979, 1981), or 
might reflect the self-selection of individuals who attend college. A final possibility is 
the impact of social desirability. It might be difficult, for instance, for an individual to be 
honest when rating the importance of the value 'social power’ (control over others, 
dominance).
The second important finding relates to the pattern of scores produced by the 
doctoral students, non-tenured faculty, and tenured faculty. Following the stated 
hypothesis of value and attitude change toward the dominant group, one would expect all 
groups to move toward the scores for values and attitudes obtained by tenured faculty. 
However, although not always statistically significant, non-tenured faculty and doctoral 
students were typically on one end of the range of means, undergraduate and masters
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This is most striking in the results obtained on the attitude scores, where doctoral students 
had the most liberal stance toward minority outgroups as defined by the social distance 
scale.
Several possibilities exist to explain this finding. Perhaps both students and non- 
tenured faculty move toward a 'middle ground' assumed by tenured faculty in regard to 
acceptance of others. This could be answered through longitudinal research that would 
follow individuals throughout their academic career. A second possibility is that, 
consistent with research (Feldman & Newcomb, 1969; Funk & Willits, 1987; Hoge, Luna 
& Miller, 1981; Scher, 1987), college does have a liberalizing effect on students. 
However, as new faculty enter an academic institution, changes consistent with the 
scholarly culture (Toma, 1997) effect the values and attitudes in a more conservative 
direction. Yet another potential explanation may be the bi-directional influence of 
organizational acculturation (Bullis & Bach, 1989; Kreitner & Kinicki, 1998) where new 
members to an organization effect the values, attitudes, and norms of the organization as 
well as being effected by the organizational's values, attitudes, and norms, thus 
accounting for movement toward a middle ground.
A final, plausible explanation relates to the work done by Bullis and Bach (1989) 
with graduate teaching assistants. They suggested that students experience "turning 
points" in their education that effect identity formation in relation to the academic 
department in both positive and negative ways. This data was collected during the spring
students on the other end, with tenured faculty being somewhere in the middle range.
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semester. Spring semester often involves a variety o f difficult tasks for students to 
complete in order to graduate or continue their education. Faculty may experience 
similar challenges (i.e., tenure, decisions regarding a job search etc.). These tasks may 
create "turning points" that effect identification with the academic environment.
As a cross-sectional research study, much information about how an individual 
changes identification with the organization is lost. The faculty may represent those 
members who have responded to the acculturation process through assimilation or 
integration, while the doctoral students may represent members who are in the process of 
struggling with marginalization or separation, and have not yet decided about integration 
or assimilation (Berry et. al, 1989).
The second and third hypotheses suggested the presence of sex differences in the 
development of values during exposure to higher education. Hypothesis two stated that 
first and second year female and male undergraduate students would rate values 
differently. Hypothesis three stated the difference between the values held by female and 
male students would decrease with more education. Neither hypothesis was supported in 
the current research. The factorial ANOVA of research group by sex conducted for each 
bi-polar value dimension found no interaction effects. In addition, multiple regression 
analyses found sex to be a significant factor in predicting social distance only for tenured 
faculty.
Although surprising, these findings may relate to the instrument used to measure 
values, the definitions used for the values investigated in this study, and characteristics of
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the participants. As stated above, social desirability may have influenced some ratings, 
and it would be expected that most participants are motivated to excel during enrollment 
in college. This raises the question o f selection bias. Men and women who choose to 
attend college may be quite different in the values they hold than are those who do not. 
However, it is important to note that in the 2 X 6 ANOVA there was a main effect for sex 
on the attitude variable 'total social distance.' The possibility of differences in attitudes 
among students was not stated in any hypotheses, so was not further explored in this 
project. However, it suggests there are some sex differences within groups on this 
variable.
Hypothesis four states that faculty would rate as more important those values 
associated with 'self-enhancement' and 'openness to change'. Data analyses produced 
partial support for this hypothesis. Non-tenured faculty that returned the survey rated 
'openness to change' higher than 'conservation.' However, scores for 'self-transcendence' 
were higher than scores for 'self-enhancement' for non-tenured faculty. Tenured faculty 
produced a similar pattern of response on these two values. As hypothesized, 'openness 
to change’ was rated higher than 'conservation.' Contrary to the hypothesis, 'self­
transcendence' was rated higher than 'self-enhancement.'
Hypotheses five and six developed out of the theoretical relationship between 
values and attitudes proposed by Rokeach and Schwartz. The hypotheses were addressed 
through correlational analyses and multiple regression analyses for each group. 
Hypothesis five stated that attitudes toward interaction with members of diverse groups
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would be positively correlated with 'self-transcendence.' Partial support for hypothesis 
five was found. The zero-order correlation between 'self-transcendence' and 'social 
distance' for the total sample was significant. Higher scores on 'self-transcendence' were 
related to lower scores on 'total social distance.' This suggests that respondents who 
endorse 'benevolence' and 'universalism' as important guiding principles in their lives are 
more willing to interact with people different from themselves. Significant correlations 
for masters level students and non-tenured faculty were found. The correlation for first 
and second year undergraduate students on these two variables approached significance. 
However, correlations between 'self-transcendence' and 'social distance' for doctoral level 
graduate students and third and fourth year undergraduate students did not show 
statistical significance.
Hypothesis six stated that attitudes toward interactions with members of diverse 
groups ('social distance') would be negatively related to education. In other words, this 
hypothesis proposed that with increased education, people would be less willing to 
interact with members o f diverse groups. Using One-way ANOVA to determine 
differences among groups on the variable 'total social distance,' this hypothesis was not 
supported. Tenured faculty did obtain a statistically significant preference for greater 
social distance than did doctoral level graduate students. However, in relationship to 
undergraduates, tenured faculty and non-tenured faculty had statistically significant lower 
preferences for 'social distance.'
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To further understand the influence of values on the attitude 'social distance,' 
multiple regressions for each group were conducted. For first and second year 
undergraduate students, 'self-transcendence' contributed significantly to 'total social 
distance.' In this group lower scores on 'self-transcendence' predicted higher scores on 
preferred amount of'social distance.' The multiple regression, although approaching 
significance, did not produce a significant equation for third and fourth year students. 
However, the variables that did contribute to predicting social distance were 
'conservation' (significant contribution), and 'self-transcendence' (approaching 
significance). For masters level graduate students, 'self-transcendence' did contribute 
significantly to 'social distance' as predicted. 'Conservation' also contributed significantly 
to preferred amount of'social distance.' Higher scores on 'conservation' predicted higher 
scores on 'total social distance.' Contradictory to the hypotheses, 'self-transcendence' did 
not add significantly to the equation for either doctoral graduate students or tenured 
faculty. Only 'conservation' was statistically significant for doctoral graduate students, 
such that higher scores on 'conservation' helped predict higher scores on 'total social 
distance.' For tenured faculty 'conservation' added to the equation in a similar way. In 
addition, sex was also significant in predicting scores on 'social distance’ for tenured 
faculty. Finally, for non-tenured faculty, three variables significantly added to the 
equation: 'self-transcendence,' as predicted; 'conservation,' in a similar way as for the 
other groups; and 'openness to change,' where higher scores on 'openness to change'
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The finding that scores on 'conservation' are predictive of desire for 'social 
distance' makes sense. The values associated with 'conservation' involve a reliance on 
tradition, conformity and security. Thus, individuals who endorse this value may be less 
likely to risk interaction with people unlike themselves. The significance of'openness to 
change' in predicting 'social distance' for non-tenured faculty is unclear, but may be 
related to the rating assigned to values such as variety in life, freedom, and curiosity.
It is important to acknowledge the limitations inherent in the design and analyses 
used in this project. Standard multiple regression analyses were used. In this statistical 
design, shared variance may hide the influence of some variables. However, Pedhazur 
and Schmelkin (1991), and Tabachnick and Fidell (1989) both state it is inappropriate to 
use other types of regression without theoretical foundation. Should this research be 
continued, specific hypotheses about the order of entry for theoretically relevant variables 
may help to address this problem.
On the background questionnaire, participants were asked about class rank within 
the university and the years of college education they experienced. Initially, years of 
education was proposed as an additional grouping variable. However, responses to this 
question proved to be unreliable (for example, 19 year old students reporting 16 years of 
college education), therefore, class ranking alone was used. Although class rank would
helped predict lower scores on preference for 'social distance.' See Figures 1 through 6
for a diagram of the standard multiple regression equation for each group.
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naturally restrict the number of years in an educational setting, some individuals take 
considerably longer to complete their degrees.
There are also disadvantages related to cross-sectional research. Most 
importantly, cross-sectional research cannot control for cohort effects. Thus, by using 
different individuals in different groups, such things as history, environmental effects, 
and other extraneous variables are not accounted for (Christensen, 1988). However, there 
are limited designs for doing developmental research (Pedhazur, 1982; Pedhazur 
Schmelkin, 1991; Tudge, Shanahan & Valsiner, 1997). In addition, this project was 
looking specifically at the academic environment in relationship to the development of 
values and attitudes. Berry et. al (1990) suggest that as socialization occurs an individual 
my separate from the organization. By extension, students may drop out. Therefore, 
leaving the university or choosing not to continue to pursue an education may be one 
aspect of Socialization to a particular department identity. To some extent, cohort effects 
may actually reflect the socialization process.
Without question, longitudinal research is considered the best way to study 
phenomenon that change over time (Kurtz-Costes, McCall & Schneider. 1997; Pedhazur 
and Schmelkin (1991). Despite its acknowledged superiority, it is also the least 
frequently conducted. There are a number o f reasons for its comparatively rare use. 
Longitudinal research is costly, time-consuming, produces high attrition among 
participants, lends itself to sensitization and carry-over effects, and tends to be more 
statistically and methodologically complex. Therefore, even with the advantages of
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longitudinal research over cross-sectional research, the later is more generally accepted as 
feasible, with the recognition that certain limitations to generalizability are inherent in the 
design (Kurtz-Costes, McCall, & Schneider, 1997; Pedhazur, 1982; Pedhazur & 
Schmelkin, 1991; Tabachnick and Fidell, 1989).
In attempting to understand the findings of this study, it is important to take into 
account the literature regarding attitude and value change. Hodges and Wilson (1993) 
suggest that when asked to confront and analyze attitudes, individuals may actually 
experience attitude change. Even though this change may be temporary, it could account 
for some of the results found in this study. The parallel between Rokeach’s (1973, 1980, 
1985) theory of value change and cognitive dissonance may also confuse the picture. 
Conventional wisdom presumes that the academic environment is liberal, and by 
extension, faculty are more accepting of differences. When asked to rate values, students 
and faculty alike might have assigned more importance to self-transcendence and less 
importance to self-enhancement to avoid the cognitive dissonance that may have 
developed otherwise.
Finally, it is also important to emphasize the need to explore the socialization 
process that takes place within an academic environment. Within the field of cross- 
cultural psychology acculturative stress, which refers to the stressful behaviors 
experienced during acculturation, has been studied (Atkinson, Morten & Sue, 1998; 
Berry, 1990; Berry & Kim, 1988). It is suggested that this phenomenon leads to lowered 
resistance to illness, difficulties with anxiety and depression, identity confusion, and
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similar difficulties. The present research, in conjunction with Toma (1997) and Bullis 
and Bach (1989) support the concept o f an academic culture in which students experience 
socialization and acculturation. Given the significance of this process to individual 
students, further research in this area is vital.
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Consent Form
In this study I hope to learn more about college students' attitudes and values. You 
are invited to participate in this study because you are an undergraduate college student at 
the University of North Dakota.
I am asking that you complete three questionnaires. One questionnaire will ask you 
for general information such as your age and year in school. A second questionnaire will 
present you with a list of values and ask you to indicate how important the value is to you. 
The third questionnaire will present you with a series of situations and ask you to indicate 
how comfortable you would be interacting with a person in each specific situation. The 
questionnaire will take approximately 20 minutes to complete.
Some people feel some nervousness answering questions of a psychological nature. 
I want to reassure you that your responses will be kept strictly anonymous and will not be 
disclosed to anyone. Your name will not be put on any of the questionnaires that you fill out. 
The completed questionnaire will be kept in a locked file cabinet in the University of North 
Dakota's Department of Psychology to further insure that all of your answers remain 
anonymous.
At any point in this study, you can withdraw from participation in this project 
without any form of prejudice or penalty. Should you choose not to participate in this study, 
your grade for the psychology course from which you were recruited will not be affected in 
any way. If you choose to participate in this study, remember that if you change your mind 
at any time in the future, you may still terminate your participation without penalty. Once 
the instruments have been turned in however, the confidential nature o f the coding system 
will make it difficult to withdraw your responses.
If you have any questions concerning this consent form or any aspect of this study, 
please feel free to contact the experimenter at any time. If you have any questions 
concerning this experiment, please contact Gayle Robbins at the University of North 
Dakota's Psychology Department at 777-3451.
If you choose to participate, please sign the consent form below.
Signature Date
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Gayle M. Robbins, M.A. 
P.O. Box 7040 
University of North Dakota 
Grand Forks, ND 58202
March 18, 1996
Dear Graduate Student:
1 am requesting your participation in a research project for my dissertation. The purpose of 
the project is to gain a better understanding of the educational process as it effects professional 
development. As a Graduate student, your knowledge and experience are vital.
Attached are three questionnaires which will take approximately 20 minutes to complete.
One will ask you to indicate how important a specific value is to you. The second questionnaire will 
ask you to indicate how comfortable you would be interacting with a person in a specific situation. 
The last will ask for general demographic information. Undergraduate students and University 
faculty members will receive similar questionnaires.
As a special thank you for your time, I invite you to participate in a drawing for 
certificates to Applebee's Restaurant. The drawing will take place on April 22, 1996. Sc 
return the enclosed ticket with your questionnaires.
320
Be reassured that your responses will be kept strictly anonymous. Your name wi 1 not appear 
on any of the questionnaires that you complete. Completed questionnaires will be kept in a locked 
file cabinet in the Department of Psychology. Furthermore, the tickets for the drawing w ill be coded 
differently and kept separate from the returned questionnaires. Finally, the questionnaires will be 
returned to a post office box in Twamley Hall, rather than the Psychology Department, to further 
assure confidentiality.
If yi
This cover letter will serve as your consent form. By completing the questionnaip 
returning them to me, you will be indicating willingness to participate in this project, 
any questions regarding this research or this consent form, please contact Gayle Robbins 
Grabe at the University of North Dakota's Psychology Department at 777-3451. If you 
copy of the findings from this dissertation, please indicate this on the enclosed ticket wh^ 
return it for the drawing.
Thank you so very much for taking the time to participate in this project.
Sincerely,
Gayle M. Robbins, M.A.
.00 gift 
, please
es and 
ou have 
or Dr. Mark 
\|ould like a 
:n you
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Gayle M. Robbins, M.A. 
P.O. Box 7040 
University of North Dakota 
Grand Forks, ND 58202 
March 18, 1996
Dear Faculty Member:
I am requesting your participation in a research project for my disserts.tion. The 
purpose of the project is to gain a better understanding o f the educational process as it 
effects professional development. As a faculty member, your knowledge and experience 
are vital.
mi
yo
nutes to 
u. The
Attached are three questionnaires which will take approximately 20 
complete. One will ask you to indicate how important a specific value is to 
second questionnaire will ask you to indicate how comfortable you would be 
with a person in a specific situation. The last will ask for general demographic 
information. Undergraduate and graduate students will receive similar questionnaires.
interacting
As a special thank you for your time, I invite you to participate in a drawing for 
$20.00 gift certificates to Applebee's Restaurant. The drawing will take placel on April 
22, 1996. So, please return the enclosed ticket with your questionnaires.
Be reassured that your responses will be kept strictly anonymous. Yojar name will 
not appear on any of the questionnaires that you complete. Completed questionnaires 
will be kept in a locked file cabinet in the Department o f Psychology. Furtheimore, the 
tickets for the drawing will be coded differently and kept separate from the re aimed 
questionnaires. Finally, the questionnaires will be returned to a post office box in 
Twamley Hall, rather than the Psychology Department, to further assure confidentiality.
This cover letter will serve as your consent form. By completing the 
questionnaires and returning them to me, you will be indicating willingness td participate 
in this project. If you have any questions regarding this research or this consent form, 
please contact Gayle Robbins or Dr. Mark Grabe at the University of North Dakota's 
Psychology Department at 777-3451. If you would like a copy of the finding:: from this 
dissertation, please indicate this on the enclosed ticket when you return it for the drawing.
Thank you so very much for taking the time to participate in this project.
Sincerely,
Gayle M. Robbing, M.A.
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SVS
In this questionnaire you are to ask yourself: "What values are important to ^4E as 
guiding principles in MY life, and what values are less important to me?" There are two 
lists of values on the following pages. These values come from different cult ires. In the 
parentheses following each value is an explanation that may help you to unde|rstand its 
meaning.
Your task is to rate how important each value is for you as a guiding principle in your 
life. Use the rating scale below:
0 -- means the value is not at all important, it is not relevant as a guiding principle for 
you.
3 — means the value is important.
6 — means the value is very important.
The higher the number (0, 1, 2, 3, 4, 5, 6), the more important the value is as ^ guiding 
principle in YOUR life.
-1 is for rating any values opposed to the principles that guide you.
7 is for rating a value of supreme importance as a guiding principle in your 
ordinarily there are no more than two such values.
as
In the space before each value, write the number (-1, 0, 1, 2, 3, 4, 5, 6, 7) that 
the importance of that value for you, personally. Try to distinguish as much 
between the values by using all the numbers. You will, of course, need to use 
more than once.
indicates
possible
numbers
life;
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SVS continues
AS A GUIDING PRINCIPLE IN MY LIFE, this value is:
opposed 
to my not 
values important
-1 0 1 2
important 
3 4 5
very
important 
6 7
of
supreme
important
Before you begin, read the values in List I, choose the one that is most impo 
and rate its importance. Next, choose the value that is most opposed to your 
rate it -1. If there is no such value, choose the value least important to you 
1, according to its importance. Then rate the rest of the values in List I.
rtant to 
values 
d rateani
you 
and 
it 0 or
VALUES LIST I
1 _____ EQUALITY (equal opportunity for all)
2 _____ INNER HARMONY (at peace with myself)
3 _____ SOCIAL POWER (control over others, dominance)
4 _____ PLEASURE (gratification of desires)
5 _____ FREEDOM (freedom of action and thought)
6 _____ A SPIRITUAL LIFE (emphasis on spiritual not material matters)
7 _____ SENSE OF BELONGING (feeling that others care about me)
8 _____ SOCIAL ORDER (stability of society)
9 _____AN EXCITING LIFE (stimulating experiences)
10 ____MEANING IN LIFE (a purpose in life)
11  ____POLITENESS (courtesy, good manners)
12 ____WEALTH (material possessions, money)
13 ____NATIONAL SECURITY (protection of my nation from enemies)
14 ____SELF-RESPECT (belief in one's own worth)
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SYS continued
AS A GUIDING PRINCIPLE IN MY LIFE, this value is:
opposed
to my not important
values important
-1 0 1 2 3 4 5
of
very supreme 
important important 
6 7
15 ____RECIPROCATION OF FAVORS (avoidance of indebtedness)
16 ____CREATIVITY (uniqueness, imagination)
17 ____A WORLD AT PEACE (free of war and conflict)
18  ____RESPECT FOR TRADITION (preservation of time-honored customs)
19 ____MATURE LOVE (deep emotional and spiritual intimacy)
2 0  ____SELF-DISCIPLINE (self-restraint, resistance to temptation)
2 1  ____DETACHMENT (from worldly concerns)
2 2  ____FAMILY SECURITY (safety for loved ones)
2 3  ____SOCIAL RECOGNITION (respect, approval by others)
2 4  ____UNITY WITH NATURE (fitting into nature)
2 5  ____A VARIED LIFE (filled with challenge, novelty, and change)
2 6  _____ WISDOM (a mature understanding of life)
27  ____AUTHORITY (the right to lead or command)
2 8  ____TRUE FRIENDSHIP (close, supportive friends)
2 9  ____A WORLD OF BEAUTY (beauty of nature and the arts)
30  ____SOCIAL JUSTICE (correcting injustice, care for the weak)
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SYS continued
VALUES LIST U
Now rate how important each of the following values is for you as a guiding principle in
YOUR life. These values are phrased as ways of acting that may be more or 
important for you. Once again, try to distinguish as much as possible betwee: 
by using all the numbers.
Before you begin, read the values in List n, choose the one that is m 
to you and rate its importance. Next, choose the value that is most opposed 
values, or — if there is no such value -- choose the value least important to yo 
-1, 0, or 1, according to its importance.
less
n the values
osi:t important 
your
u, and rate it
to
AS A GUIDING PRINCIPLE IN MY LIFE, this value is: 
opposed of
to my not important very supreme
values important important important
-1 0 1 2 3 4 5 6 7
3 1  ____ INDEPENDENT (self-reliant, self-sufficient)
32  ____MODERATE (avoiding extremes of feeling and action)
3 3  ____LOYAL (faithful to friends, group)
3 4  ____AMBITIOUS (hardworking, aspiring)
3 5  _____ BROAD-MINDED (tolerant of different ideas and beliefs)
3 6  ____HUMBLE (modest, self-effacing)
3 7  ____DARING (seeking adventure, risk)
3 8  ____PROTECTING THE ENVIRONMENT (preserving nature)
39  ____INFLUENTIAL (having an impact on people and events)
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SYS continued
AS A GUIDING PRINCIPLE IN MY LIFE, this value is:
opposed of
to my not important very supreme
values important important important
-1
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
0 1 2 3 4 5 6 7
_  HONORING OF PARENTS AND ELDERS (showing respect)
_  CHOOSING OWN GOALS (selecting own purposes)
_  HEALTHY (not being sick physically or mentally)
_  CAPABLE (competent, effective, efficient)
_  ACCEPTING MY PORTION IN LIFE (submitting to life's circumstances)
HONEST (genuine, sincere)
PRESERVING MY PUBLIC IMAGE (protecting my "face") 
OBEDIENT (dutiful, meeting obligations)
INTELLIGENT (logical, thinking)
HELPFUL (working for the welfare of others)
ENJOYING LIFE (enjoying food, sex, leisure, etc.) 
DEVOUT (holding to religious faith and belief) 
RESPONSIBLE (dependable, reliable)
CURIOUS (interested in everything, exploring)
FORGIVING (willing to pardon others)
SUCCESSFUL (achieving goals)
CLEAN (neat, tidy)
SELF-INDULGENT (doing pleasant things)
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SYS continued
BACKGROUND ITEMS
1. Your Sex (circle): 1. Male 2. Female
2. Your Year o f Birth: 19____
3. While you were growing up (birth to age 15), who were the people w 
your home for at least two years? Write the number of people in each catego 
zero if there are none in that category.
Parents or Step-Parents _____ Other Relatives
Sisters & Brothers Non-Relatives
4. Circle the highest educational level (grade) your father has completed: 
if not certain)
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 
Masters Ph.D./MD Law degree
5. Circle the highest educational level (grade) your mother has completejd: 
if not certain)
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 
Masters Ph.D./MD Law degree 
6. What is your current class ranking?
a. First year student
b. Sophomore
c. Junior
d. Senior
e. Graduate student
7. How many years of college have you attended? _____
8. What is your current major? _______________________
9. What is your Marital Status (circle):
Single Married or Widowed Divorced Cohabiting
i lived in 
■. Write
(estimate
(estimate
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SVS continued
10. What is your current occupation or your occupation when last employed?
_____ Teacher - elementary school _____ Other blue collar
_____ Teacher - secondary school _____ Farm owner or farm worker
_____ Manager or business owner ______Homemaker
_____ Clerical or sales worker _____ Skilled worker
_____ Secondary school student _____ University student
_____ Other - Professional _____ Other - not listed
11. If religious, what religion are you? _________________________
12. How religious are you, if at all? (circle)
Not at Very
all religious
0 1 2 3 4 5 6 7
13. O f which of the following groups are you a member?
_____ African-American _____ Hispanic
____ Asian or Pacific Islander _____ Native-American
Caucasian Other
14. What, if any, is your political party affiliation?
15. What is the approximate population o f your home town?
_____ a. less than 1,000 people
_____ b. 1,000 to 10,000 people
_____ c. 10,000 to 25,000 people
_____ d. 25,000 to 50,000 people
_____ e. 50,000 to 100,000 people
_____ f. 100,000 to 500,000 people
_____ g. 500,000 or above
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Using as much space as necessary (you may write on the back o f the questiornaire), 
please answer the following questions:
1. Do you feel that your values and attitudes have change since you have been 
attending (or working in) a University? In what way?
SVS continued
2. If you feel that your values and attitudes have changed, what do you think has had 
the largest influence of change for you?
jproduced with permission of the copyright owner. Further reproduction prohibited without permission.
130
SDS
For each of the items below, circle the abbreviation for the group(s) that you would 
apply to each statement Please respond based on your first reaction, rather than spending 
time thinking about it. There are no right or wrong answers. The abbreviations for each 
group are listed below.
A = Asian DA = Depressed/Anxious
H = Hispanic MMI = Major Mental Illness
AM = African American MPI = Mild Physical Illness 
NA = Native American CPI = Chronic, Serious Physical 
LGB = Lesbian/Gay/Bi-Sexual Illness
-------------------------------------------------------------------- 1 would accept
someone from 
this group as a
family member A H AM NA LGB DA MMI MPI CPI
through 
marriage or 
partnership
-------------------------------------------------------------------- 1 would accept
someone from
this group as a A H  AM NA LGB DA MMI MPI CPI
personal friend
-------------------------------------------------------------------- 1 would be
against someone 
from this group
moving onto my A H  AM NA LGB DA MMI MPI CPI
street or 
becoming my 
neighbor
-------------------------------------------------------------------- 1 would be
comfortable
working with A H AM NA LGB DA MMI MPI CPI
someone from 
this group at 
my job site
-------------------------------------------------------------------- 1 would ride
in a taxi driven A H AM NA LGB DA MMI MPI CPI
by someone from 
this group
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SDS continued
A = Asian DA = Depressed/Anxious
H = Hispanic MMI = Major Mental Illness
AM = African American MPI = Mild Physical Illness 
NA = Native American CPI = Chronic, Serious Physical 
LGB = Lesbian/Gay/Bi-Sexual Illness
---------------------------------- ---------------------------------1 would not hire
someone from
this group as a A H AM NA LGB DA MMI MPI CPI
school teacher
someone from A H AM NA LGB DA MMI MPI CPI
this group as a 
babysitter
------------------------------------------------------------------- 1 think it is
best not to
associate with A H AM NA LGB DA MMI MPI CPI
people from 
this group
--------------------------------------------------------------------- It is best not
to let someone
from this group A H AM NA LGB DA MMI MPI CPI
become a full 
citizen of the US
THANK YOU
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Variable N Missing
Sex
Female 270
Male 227
Age i:
19-28 185
29-38 103
3 9 -4 8 112
49 - 58 66
59 + 26
Ethnicity 24
African American 3
Asian or Pacific Islander 10
Caucasian 441
Hispanic 4
Native American 15
Other 8
Size o f Hometown 21
Less than 1,000 74
1,000 to 10,000 110
10,000 to 25,000 61
25,000 to 50,000 68
50,000 to 100,000 77
100,000 to 500,000 + 94
Academic discipline/Major 5:
Business 43
Education 50
Fine Arts 14
Health Science 106
Humanities 46
Physical Science 86
Social Science 
Collection Method
107
Intracampus mail 336
US Postal Service 47
Large group 122
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Correlation Coefficients for the Ten Higher Order Values and 2 Bi-polar Va ue Domains
Value 1 2 3 4 5 6 7
Achievement (1) — .39 .30 .32 .48 .43 .50
Benevolence (2) .39 — .50 .18 .07 .45 .33
Conformity (3) .30 .50 — .15 .34 .58 .20
Hedonism (4) .32 .18 .15 — .41 .36 .23
Power (5) .48 .07 .34 .41 — .49 .22
Security (6) .43 .45 .58 .36 .49 — .35
Self-Discipline (7) .50 .33 .20 .23 .22 .35 —
Stimulation (8) .34 .24 .17 .45 .30 .28 .47
Tradition (9) .10 .49 .57 .15 .15 .37 .14
Universalism (10) .44 .46 .20 .16 .04 .33 .55
Conservation (11) .33 .59 .84 .27 .39 .79 .28
Openness to 
Change (12) .51 .33 .23 .69 .39 .42 .79
Self­
enhancement (13) .75 .25 .35 .70 .86 .55 .39
Self­
transcendence (14) .49 .83 .40 .19 .07 .45 .53
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Correlation Coefficients for the Ten Higher Order Values and 2 Bi-polar Va! ue Domains
Value 8 9 10 11 12 13 14
Achievement (1) .33 .10 .44 .33 .51 .75 .49
Benevolence (2) .24 .49 .46 .59 .33 .25 .83
Conformity (3) .17 .57 .20 .84 .23 .35 .40
Hedonism (4) .45 .15 .16 .27 .69 .70 .19
Power (5) .30 .15 .04 .39 .39 .86 .07
Security (6) .28 .37 .33 .79 .42 .55 .45
Self-Discipline (7) .47 .14 .55 .28 .79 .39 .53
Stimulation (8) — .22 .34 .28 .81 .45 .35
Tradition (9) .22 — .21 .82 .22 .18 .40
Universalism (10) .34 .21 — .30 .48 .25 .88
Conservation (11) .28 .82 .30 — .36 .43 .51
Openness to
Change (12) .81 .22 .48 .36 — .65 .48
Self-
enhancement (13) .45 .18 .25 .43 .65 — .29
Self-
transcendence (14) .35 .40 .88 .51 .48 .29 —
Note. N  =  462
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar
Domains for Group 1 (First and Second Year Undergraduates)
Value
Value 1 2 3 4 5 6 7
Achievement (1) — .44 .31 .53 .47 .64 .65
Benevolence (2) .44 — .59 .31 .17 .59 .55
Conformity (3) .31 .59 — .17 .24 .65 .35
Hedonism (4) .53 .31 .17 — .56 .45 .44
Power (5) .47 .17 .24 .56 — .49 .30
Security (6) .64 .59 .65 .45 .49 — .48
Self-Discipline (7) .65 .55 .35 .44 .30 .48 —
Stimulation (8) .61 .39 .32 .59 .48 .54 .66
Tradition (9) .22 .53 .46 .29 .26 .44 .27
Universalism (10) .53 .58 .41 .44 .19 .51 .71
Conservation (11) .47 .69 .78 .39 .41 .83 .45
Openness to 
Change(12) .72 .51 .34 .78 .51 .58 .87
Self­
enhancement (13) .78 .35 .29 .82 .86 .63 .54
Self­
transcendence (14) .55 .87 .55 .42 .20 .62 .71
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar ' ! alue
Domains for Group 1 (First and Second Year Undergraduates cont.)
Value 8 9 10 11 12 13 14
Achievement (1) .61 .22 .53 .47 .72 .78 .55
Benevolence (2) .39 .53 .58 .69 .51 .35 .87
Conformity (3) .32 .46 .41 .78 .34 .29 .55
Hedonism (4) .59 .29 .44 .39 .78 .82 .42
Power (5) .48 .26 .19 .41 .51 .86 .20
Security (6) .54 .44 .51 .83 .58 .63 .62
Self-Discipline (7) .66 .27 .71 .45 .87 .54 .71
Stimulation (8) — .43 .60 .55 .88 .67 .56
Tradition (9) .43 — .48 .84 .38 .31 .56
Universalism (10) .60 .48 — .58 .70 .44 .90
Conservation (11) .55 .84 .58 — .55 .51 .71
Openness to
Change (12) .88 .38 .70 .55 — .79 .69
Self-
enhancement (13) .67 .31 .44 .51 .79 — .45
Self-
transcendence (14) .56 .56 .90 .71 .69 .45 —
Note. N  = 56
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 2 (Third and Fourth Year Undergraduates)
Value 1 2 3 4 5 6 7
Achievement (1) — .47 .48 .38 .47 .60 .54
Benevolence (2) .47 — .42 .07 -.09 .32 .26
Conformity (3) .48 .42 — .01 .35 .42 .20
Hedonism (4) .38 .07 .01 — .34 .36 .32
Power (5) .47 -.09 .35 .34 — .55 .32
Security (6) .60 .32 .42 .36 .55 — .48
Self-Discipline (7) .54 .26 .20 .32 .32 .48 —
Stimulation (8) .28 .26 .09 .35 .21 .24 .52
Tradition (9) .18 .38 .51 -.19 .06 .24 .24
Universalism (10) .48 .60 .31 .13 -.02 .45 .56
Conservation (11) .54 .48 .78 .09 .42 .75 .42
Openness to 
Change (12) .50 .27 .15 .69 .33 .42 .81
Self­
enhancement (13) .78 .17 .41 .66 .84 .63 .48
Self­
transcendence (14) .53 .86 .40 .11 -.05 .44 .48
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 2 (Third and Fourth Year Undergraduates cont.)
Value 8 9 10 11 12 13 14
Achievement (1) .28 .18
Benevolence (2) .26 .38
Conformity (3) .09 .51
Hedonism (4) .35 -.19
Power (5) .21 .03
Security (6) .24 .24
Self-Discipline (7) .52 .24
Stimulation (8) — .15
Tradition (9) .15 —
Universalism (10) .46 .24
Conservation (11) .22 .77
Openness to 
Change (12) .80 .15
Self­
enhancement (13) .31 .08
Self­
transcendence (14) .42 .33
Note. A = 57
.48 .54 .50 .78 .53
.60 .48 .27 .17 .86
.31 .78 .15 .41 .40
.13 .09 .69 .66 .11
-.02 .42 .33 .84 -.05
.45 .75 .42 .63 .44
.56 .42 .81 .48 .48
.46 .22 .80 .31 .42
.24 .77 .15 .08 .33
— .44 .48 .18 .92
.44 — .33 .49 .51
.48 .33 — .60 .43
.18 .49 .60 — .20
.92 .51 .43 .20
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 3 (Masters Level Graduate Students)
Value 1 2 3 4 5 6 7
Achievement (1) — .39
Benevolence (2) .39 —
Conformity (3) .35 .55
Hedonism (4) .26 .24
Power (5) .46 .04
Security (6) .34 .35
Self-Discipline (7) .58 .29
Stimulation (8) .32 .19
Tradition (9) .26 .69
Universalism (10) .38 .40
Conservation (11) .39 .66
Openness to 
Change (12) .51 .30
Self­
enhancement (13) .75 .27
Self­
transcendence (14) .46 .83
.35 .26 .46 .34 .58
.55 .24 .04 .35 .29
— .06 .30 .49 .14
.06 — .33 .33 .28
.30 .33 — .47 .30
.49 .33 .47 — .39
.14 .28 .30 .39 —
.03 .55 .32 .22 .49
.57 .21 .15 .38 .25
.20 .19 .06 .35 .55
.81 .26 .37 .77 .34
.10 .73 .41 .40 .80
.33 .66 .84 .51 .50
.45 .25 .06 .42 .50
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar /alue
Domains for Group 3 (Masters Level Graduate Students cont.)
Value 8 9 10 11 12 13 14
Achievement (1) .32 .26 .38 .39 .51 .75 .46
Benevolence (2) .19 .69 .40 .66 .30 .27 .83
Conformity (3) .03 .57 .20 .81 .10 .33 .45
Hedonism (4) .55 .21 .19 .26 .73 .66 .25
Power (5) .32 .15 .06 .37 .41 .84 .06
Security (6) .22 .38 .35 .77 .40 .51 .42
Self-Discipline (7) .49 .25 .55 .34 .80 .50 .50
Stimulation (8) — .10 .24 .16 .83 .51 .25
Tradition (9) .10 — .29 .84 .24 .26 .58
Universalism (10) .24 .29 — .36 .44 .26 .84
Conservation (11) .16 .84 .36 — .33 .45 .61
Openness to
Change (12) .83 .24 .44 .33 — .70 .44
Self-
enhancement (13) .51 .26 .26 .45 .70 — .31
Self-
transcendence (14) .25 .58 .84 .61 .44 .31 —
Note. V=85
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 4 (Doctoral Level Graduate Students)
Value 1 2 3 4 5 6 7
Achievement (1) — .25 .07 .41 .55 .44 .32
Benevolence (2) .25 — .48 .14 .12 .55 .56
Conformity (3) .07 .48 — .13 .25 .57 .22
Hedonism (4) .41 .14 .13 — .43 .44 .40
Power (5) .55 .12 .25 .43 — .47 .16
Security (6) .44 .55 .57 .44 .47 — .44
Self-Discipline (7) .32 .56 .22 .40 .16 .44 —
Stimulation (8) .24 .36 .24 .44 .25 .30 .56
Tradition (9) -.04 .36 .68 .15 .23 .32 .20
Universalism (10) .41 .42 .16 .43 .11 .42 .52
Conservation (11) .18 .56 .88 .29 .39 .75 .35
Openness to
Change (12) .39 .47 .25 .71 .33 .49 .86
Self-
enhancement (13) .81 .21 .20 .71 .88 .55 .33
Self-
transcendence (14) .41 .80 .36 .36 .13 .56 .64
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 4 (Doctoral Level Graduate Students)
Value 8 9 10 11 12 13 14
Achievement (1) .24 -.04 .41 .18 .39 .81 .41
Benevolence (2) .36 .36 .42 .56 .50 .21 .80
Conformity (3) .24 .68 .16 .88 .25 .20 .36
Hedonism (4) .44 .15 .43 .29 .71 .71 .36
Power (5) .25 .23 .11 .39 .33 .88 .13
Security (6) .30 .32 .42 .75 .49 .55 .56
Self-Discipline (7) .56 .20 .52 .35 .86 .33 .64
Stimulation (8) — .38 .36 .39 .83 .36 .43
Tradition (9) .38 — .04 .84 .30 .15 .22
Universalism (10) .36 .04 — .24 .55 .36 .88
Conservation (11) .39 .84 .24 — .43 .37 .45
Openness to 
Change (12) .83 .30 .55 .43 — .55 .61
Self­
enhancement (13) .36 .15 .36 .37 .55 — .34
Self­
transcendence (14) .43 .22 .88 .45 .61 .34 —
Note. N - l l
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 5 (Non-Tenured Faculty)
Value 1 2 3 4 5 6 7
Achievement (1) — .37 .30 .13 .45 .45 .59
Benevolence (2) .37 — .51 .02 .06 .54 .23
Conformity (3) .30 .51 — .00 .38 .63 .14
Hedonism (4) .13 .02 .00 — .26 .19 -.01
Power (5) .45 .06 .38 .26 — .39 .11
Security (6) .45 .54 .63 .19 .39 — .27
Self-Discipline (7) .59 .23 .14 -.01 .11 .27 —
Stimulation (8) .32 .14 .11 .10 .19 .14 .47
Tradition (9) .09 .43 .60 .00 .13 .41 .00
Universalism (10) .58 .39 .17 -.00 .11 .32 .51
Conservation (11) .33 .58 .86 .09 .35 .81 .16
Openness to 
Change (12) .54 .21 .13 .45 .25 .30 .81
Self­
enhancement (13) .74 .20 .35 .55 .85 .48 .32
Self­
transcendence (14) .57 .82 .40 .01 .10 .52 .45
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 5 (Non-Tenured Faculty cont.)
Value 8 9 10 11 12 13 14
Achievement (1) .32 .09 .58 .33 .54 .74 .57
Benevolence (2) .14 .43 .39 .58 .21 .20 .82
Conformity (3) .11 .60 .17 .86 .13 .35 .40
Hedonism (4) .10 .01 -.00 .09 .45 .55 .01
Power (5) .19 .13 .11 .35 .25 .85 .10
Security (6) .14 .41 .32 .81 .30 .32 .45
Self-Discipline (7) .47 .00 .51 .16 .81 .32 .45
Stimulation (8) — .12 .42 .15 .75 .29 .34
Tradition (9) .12 — .21 .83 .05 .11 .38
Universalism (10) .42 .21 — .28 .48 .31 .84
Conservation (11) .15 .83 .28 — .19 .37 .52
Openness to 
Change (12) .75 .05 .48 .19 — .54 .42
Self­
enhancement (13) .29 .11 .31 .37 .54 — .31
Self­
transcendence (14) .34 .38 .84 .52 .42 .31 —
Note. N =  96
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 6 (Tenured Faculty)
Value 1 2 3 4 5 6 7
Achievement (1) — .48 .38 .32 .46 .34 .47
Benevolence (2) .48 — .51 .29 .11 .40 .30
Conformity (3) .38 .51 — .28 .39 .62 .30
Hedonism (4) .32 .29 .28 — .47 .37 .40
Power (5) .46 .11 .39 .47 — .55 .28
Security (6) .34 .40 .62 .37 .55 — .29
Self-Discipline (7) .47 .30 .30 .40 .28 .29 —
Stimulation (8) .38 .22 .14 .59 .34 .23 .36
Tradition (9) .02 .56 .49 .18 .03 .29 .05
Universalism (10) .38 .57 .23 .26 -.06 .22 .53
Conservation (11) .30 .61 .84 .35 .40 .81 .26
Openness to 
Change (12) .49 .35 .30 .81 .44 .36 .78
Self­
enhancement (13) .74 .34 .45 .72 .87 .55 .47
Self­
transcendence (14) .48 .87 .42 .32 .03 .35 .46
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Correlation Coefficients for the Ten Higher Order Values and Two Bi-polar Value
Domains for Group 6 (Tenured Faculty cont.)
Value 8 9 10 11 12 13 14
Achievement (1) .38 .02 .38 .30 .49 .74 .48
Benevolence (2) .22 .56 .57 .61 .35 .34 .87
Conformity (3) .14 .49 .23 .84 .30 .45 .42
Hedonism (4) .59 .18 .26 .35 .81 .72 .32
Power (5) .34 .03 -.06 .40 .44 .87 .03
Security (6) .23 .29 .23 .81 .36 .55 .35
Self-Discipline (7) .36 .05 .53 .26 .78 .47 .46
Stimulation (8) — .05 .26 .18 .79 .53 .29
Tradition (9) .05 — .30 .75 .12 .08 .48
Universalism (10) .26 .30 — .31 .46 .20 .89
Conservation (11) .18 .75 .31 — .32 .44 .52
Openness to 
Change (12) .79 .12 .46 .32 — .70 .46
Self­
enhancement (13) .53 .08 .20 .44 .70 — .31
Self­
transcendence (14) .29 .48 .89 .52 .46 .31 —
Note. TV = 91
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(First and Second Year Undergraduates)
Variable 1 2 3 4 5 6
Conservation (1) — .55 .51 .71 -.00 -.02
Openness to 
Change (2) .55 — .79 .69 .14 .08
Self­
enhancement (3) .51 .79 — .45 .23 .09
Self­
transcendence (4) .71 .69 .45 — -.25 -.18
Total social 
distance (5) -.00 .14 .23 -.25 — .21
Sex -.02 .08 .09 -.18 .21 —
Note. N =  56
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(Second and Third Year Undergraduates)
Variable 1 2 3 4 5 6
Conservation (1) — .33 .49 .51 -310 -.02
Openness to 
Change (2) .33 — .60 .43 .19 .12
Self­
enhancement (3) .49 .60 — .20 .23 .12
Self­
transcendence (4) .51 .43 .20 — -.02 -.40
Total social 
distance (5) .31 .19 .23 -.02 — .12
Sex -.02 .12 .12 -.40 .12 —
Note. N =  57
produced with permission of the copyright owner. Further reproduction prohibited without permission.
153
(Masters Level Graduate Students)
Variable 1 2 3 4 5 6
Conservation (1) — .33 .45 .61 .01 -.10
Openness to 
Change (2) .33 — .70 .44 -.22 -.05
Self­
enhancement (3) .45 .70 — .31 -.13 -.07
Self-
transcendence (4) .61 .44 .31 — -.39 -.30
Total social 
distance (5) .01 -.22 -.13 -.39 — .20
Sex -.10 -.05 -.07 -.30 .20 —
Note. IV-  85
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(Doctoral Level Graduate Students)
Variable 1 2 3 4 5 6
Conservation (1) — .43 .37 .45 .32 .03
Openness to 
Change (2) .43 — .55 .61 -.13 .13
Self­
enhancement (3) .37 .55 — .34 .05 -.08
Self-
transcendence (4) .45 .61 .34 — -.08 -.25
Total social 
distance (5) .32 -.13 .05 -.08 — -.10
Sex .03 .13 -.08 -.25 .10 —
Note. N = l l
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(Non-Tenured Faculty)
Variable 1 2 3 4 5 6
Conservation (1) — .19 .37 .52 .13 -.00
Openness to 
Change (2) .19 — .54 .42 -.26 -.00
Self­
enhancement (3) .37 .54 — .31 .01 -.06
Self­
transcendence (4) .52 .42 .31 — -.29 -.26
Total social 
distance (5) .13 -.26 .01 -.29 — .22
Sex -.00 -.00 -.06 -.26 .22 —
Note. N  = 96
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(Tenured Faculty)
Variable 1 2 3 4 5 6
Conservation (1) — .32 .44 .52 .22 -.14
Openness to 
Change (2) .32 — .70 .46 r
o
Self­
enhancement (3) .44 .70 — .31 .08 -.09
Self-
transcendence (4) .52 .46 .31 — -.02 -.29
Total social 
distance (5) .22 .04 .08 -.02 .32
Sex -.14 -.15 -.09 -.29 .32
Note. N  = 91
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